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FOREWORD 


In December 1974, a group of 40 educationists, including 28 con- 
cerned with the content of school education in 17 countries of 
Asia and Africa met for a five day seminar in Hamburg. The 
meeting was unusual in several respects. It was not designed for 
scholars, decision makers, administrators or teachers, but main- 
ly for professionals involved in national curriculum development 
programmes, who are located at a nodal point between these 
groups of educational workers. Most of the institutions repre- 
sented were actively involved in major UNESCO projects on curri- 
culum work and therefore their international advisors were also 
present. 

The seminar was not intended merely as an exchange of ideas 
and experiences, nor for the purpose of producing recommenda- 
tions, but as a workshop where the participants, in cooperation 
with colleagues in similar positions, could consider lines of 
action leading to the gradual introduction of the idea of life- 
long learning into the educational system. Thus the programme 
introduced an articulated and comprehensive approach to the 
educational process in terms of goals, length, participating 
agents, forms of realisation, conditioning factors etc., which 


could assist in appraising, reconsidering and reforming school 


education. 
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The seminar was not an isolated event but formed part of the 
ongoing diffusion programme initiated by UNESCO and supported by 
the research work of the Unesco Institute for Education. This 
diffusion programme aims at the clarification of the meaning of 
lifelong education, the identification of the operational impli- 
cations of such a conception for existing educatlonal services 
and the development of materials which will contribute to Its 
Implementation. 

The seminar did not confine itself to plenary sessions sup- 
ported by lectures or by a large number of working papers but 
concentrated on discussion by small working groups and of Indi- 
vidual contributions by national participants. The wealth of 
experiences shared, ideas generated and actions taken proved of 
great value to organisers and participants alike. It soon became 
clear that lifelong education was not an exclusive privilege of 
developed countries and that relevant Initiatives conditioned by 
national needs were already implemented In most of the partici- 
pating countries, either on a natlonal or more resctricted 
scale. |t was felt that the basic educational problems of deve- 
loping countries could be better solved through more imaginative 
and flexible services, adaptation to local features and recogni- 
tion of educational opportunitles and influences already avall- 
able and operating outside the school system. It appeared that 


Important changes In these directions had been attempted in the 


past decades, but very often wider perspectives were lacking. 


The concept of lifelong education was accepted as an integrated 


approach to Isolated problems in terms of educational space, 
time and mode. 


The seminar did not produce any ready made Solutions, but 


did Initiate systematic thinking towards long term solutions by 


key national agencies In the field of curriéulüm, It also con- 
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tributed towards developing an informal communication network 
between institutions from different countries, sharing similar 
Interests and activities. It is the purpose of this report to 
present these and other outcomes of the seminar. It is hoped 
that the ideas expressed and the suggestions for action inclu- 
ded may interest educationists in developing countries as well 
as elsewhere and may also contribute to a further clarification 
of the idea of lifelong education. 

The report does not reproduce the chronological sequence of 
the contributions and discussions, but has been organised 
around three major inter-related topics which formed the back- 
bone of the seminar, i.e., the ideas of lifelong education and 
its Implications for educational practice, the features, func- 
tlons and content of a basic stage of education in the context 
of the lifelong learning process, and the strategies to be 
adopted. These topics are contained in chapters 2, 3 and 4. 

The UIE was privileged to benefit from the generous coope- 
ratlon of Mr. H. Hawes from the University of London Institute 
of Education, both during the seminar and in the preparation 
of this report. He combines professional expertise on curricu- 
lum matters with a considerable knowledge about the potential 
and limitations of the developing world. His report does jus- 
tice to the abstract principles contained in the Idea of life- 
long education, while recognising the existing problems and 
conditions found in many parts of the world. 

Finally, a word of appreciation to the UNESCO Secretariat 
in Paris as well as to the German Foundation for International 
Development, for their professional, logistic and financial 
support which made this seminar possible. 

M. Dino Carelli 
Director, Unesco Institute for Education 
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ABOUT THE SEMINAR 


Who Came and Why 


This report records a week's meeting of educationists from Asia 
and Africa held in Hamburg in December 1974 and organised by the 
Unesco Institute of Education in cooperation with the German 
Foundation for International Development and UNESCO to consider 
curriculum development in the perspective of lifelong education. 
Since 1972 the Institute has been concentrating its efforts 
towards trying to clarify the idea of lifelong education and 
analysing its implications for the organisation of schools and 
upon the planning and provision of what is taught and learnt 
in them. Hence a large number of interrelated activities have 
been undertaken. These have included theoretical studies to 
clarify the concept of lifelong education and to analyse their 
relevance in the light of different aspects of educational 
theory, also development projects to design and try out new 
approaches in widely different educational contexts. Initially, 
development projects have been mounted on evaluation and on the 
training of teachers. Two series of case studies have also been 
planned; one on specific educational Practices which are rele- 
vant to the idea of lifelong education and another on compre- 
hensive reforms influenced by the idea. Finally there are pro- 
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grammes to help in the diffusion of these ideas and to get them 
talked about so that the concepts themselves may gain in clarity 
and power as a result of refinement and redefinition by more 
minds from different educational backgrounds. This seminar forms 
part of the last area of work and represents one of the most im- 
portant diffusion activities undertaken by the Institute. It is 
perhaps the first time that many of these ideas have been exam- 
ined critically by such a diverse and experienced group of edu- 
cationists from developing countries. 

The seminar did not follow the traditional conference pattern. 
Few prepared papers were presented and none formally read. In- 
stead a considerable volume of information was collected by 
questionnaire from participants in the months preceding the se- 
minar, about their institutions and about the patterns and poli- 
cies of curriculum development in their countries. This was syn- 
thesised and provided as background material together with inte- 
rim findings of an exploratory study on lifelong education and 
xenon curriculum already undertaken and published by the Insti- 
tute. Using all this material as a background to their discuss- 
ions, it was intended that seminar members should look closely 
at the ideas of lifelong education and at the ettempts by the 
Institute to refine them, that they should consider their appli- 
cation in the perspective of society, schools and their curricu- 
la in the countries Tepresented, focusing particularly on the 
basic stage of education and, finally, that they should consider 
what practical Steps might be taken towards better understanding 
and possible Preliminary action by the institutions represented 
and in the countries concerned. 

Parallel to the process of considering and refining the ideas 
developed in Paris and Hamburg was the process, 


: equally import- 
ant, of sharing the problems, the plans, 


the policies, the 
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Successes and the difficulties experienced by the countries re- 
presented, thus achieving some further progress towards a deeper 
and wider understanding of the concept and its application. It 
was further hoped that as a result of follow-up activities both 
after the seminar and as a result of publication of its report, 
even more people would be set talking and thinking both within 
the countries represented and outside them. The interest shown 
by participants themselves and the importance accorded by them 
to this process of widening the debate is reflected in Chapter 
4 of this report. 

Seventeen countries were represented in the seminar and, al- 
though some UNESCO advisers attended to support national dele- 
gates, the majority of participants consisted of nationals 
whose task it was to shape and interpret policy and who would 
remain in the system to follow it through, to reap benefits 
or take the consequences. The calibre of participants may well 
have indicated the interest and importance which the idea of 
lifelong education has generated. In practically every case, 
heads of institutions and departments came themselves and the 
quality of discussions benefited very greatly. 

The responsibility for coordinating curriculum varies from 
country to country, consquently the role and work of the dele- 
gates and their institutions varied widely. The majority were 
directly concerned with the planning and development of school 
curricula either in curriculum development centres, such as 
those in Ghana or Zambia or in ministry units or divisions res- 
ponsible for curriculum policy, as in Indonesia or Afghanistan. 
But other interests were represented: heads of University De- 
partments of Education, from Kuwait and Malaysia and of an Ecole 
Normale from Senegal; the director of a research institute from 
the Ivory Coast and of a ministry's Research Division in Saudi 
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Arabia; the Director of the newly created Mauritius Institute of 
Education and the Vice-Chancellor of Pakistan's new People's 
Open University. 


Such Great Differences 


Certain criteria were applied in selecting countries and insti- 
tutions represented in the seminar. Participants were drawn from 
Asia and Africa and especially from countries where UNESCO had 
forged particular working links in respect of curriculum plan- 
ning and development. All countries represented could also be 
described as "developing" as a result of lack of either financ- 
ial and/or human resources, 

The term "developing countries'', however, has been used 
sparingly in this report as it was in all the literature which 
was distributed concerning the seminar. This is because it can 
so easily lead to two dangerous misconceptions. The first is 
the belief that only developing countries are developing, the 
Second that rost problems in developing countries are capable 
of common solutions. As the seminar proceeded, the differences 
between countries represented were highlighted again and again 
and it may be worthwhile to emphasize some of them, since it in- 
dicates that while the main principles of lifelong education may 
be generally acceptable to all nations, the way in which these 
are Interpreted can and must vary dramatically in practice. 


There were differences in the scale of economic and human re- 
sources, 


Pakistan has a large population and a low GNP, many 
children 


ut of school but an ade 
wait, by contrast, 
equip them, 


quate supply of teachers. Ku- 
has a high GNP and could provide schools and 
but she is desperately short of trained manpower. 


dus 


There are differences in the corposition and homogeneity cf 
national societies. Every country in the seminar presented its 
own unique patterns and problems. Afghanistan is criss-crossed 
with mountains and has major difficulties in physical communica- 
tion between different areas. Zambia and Cameroon have many 
different language groups. Malaysia is the meeting ground for 
three great cultures and their religions. Little Fiji has three 
major racial groups. Saudi Arabia has only one, and one religion 
but, by contrast, a potentially divisive social structure ... 
and so the list continues. 

Closely linked are contrasts of culture. Between nations and 
within them there may be a wide difference in the degree to 
which social and religious values welcome change or stress the 
importance of a life where traditional norms are observed and 
respected. 

Political systems represent a further variable. Countries 
with a committed socialist philosophy may present different 
patterns to those where individual enterprise is more highly 
prized and rewarded. 

Significant, too, is the degree of urbanization affecting, 
as it does, the individual's links with society and his expec- 
tations from it as well as the extent to which the various so- 
cial groups from the family upwards are important in the social 
framework. In this respect, societies such as Indonesia or Iraq 
will differ greatly from Ghana or Uganda. 

But nothing varies more greatly than the pattern and pro- 
viston of education. Percentages of children in primary schools 
vary from 20% of the relevant age group to situations where 
statistics record over 1002, because children of different ages 
are all taking advantages of newly created opportunities at the 


same time. Statistics of wastage differ widely, so does the 
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extent and standard to which teachers are trained. Structures 
vary too. In some countries, all education services are con- 
trolled by one ministry. In others, like Kenya, boards have 
been set up to coordinate different interests. Elsewhere, as 
in Algeria, new departments and institutions are being created 
to meet the challenges of alternative provision and patterns. 
Yet in many nations the system of control remains diverse and 
uncoordinated. 

Such differences between societies and the kind of education 
they provide assume particular significance when we look at 
them in the wider context of education for living, for once 
education becomes more closely linked with the life and the ex- 
pectation of the community, to national and social values, to 
the solution of immediate problems within the resources avail- 
able, then the expectation that common curricula or common pat- 
terns of education are applicable to common problems in ''de- 


veloping countries" becomes even more unjustifiable than it has 
been in the past. 


Common Problems 


Yet common problems do exist, for the education crisis is wofld- 


wide and certain of these assume particular significance in new 
nations facing, at the same time, 


tasks of political and econo- 
mic development. 


Countries represented in the seminar shared 
such problems and also shared doubts as to whether traditional 


patterns of education provided the most effective means of 


dealing with them. Thus members of the seminar accepted the 


opportunity to take yet another look at these problems, this 


time from a new educational Perspective, in the hope that they 


might thus seem just a little Mure capable of solution. 
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Naturally any identification of such areas of concern is 


bound to be somewhat arbitrary but the following could certain- 


ly be included: 


1) 


2) 


One set of problems relates to the achievement of a great- 
er measure of social and political unity within society 
and, consequently, of finding means to break down barri- 
ers and increase opportunities for individuals or groups 
to benefit from social and educational opportunities 
which may be available to them. As already mentioned, the 
strength and importance of these barriers varies between 
societies and within them. There are barriers between 
groups and classes within societies as a result of birth, 
occupation, language, race and religion. There are barri- 
ers between generations, between townsmen and countrymen, 
between the schooled and the unschooled, between those 
who can read and those who cannot. Too frequently current 
education creates and reinforces divisions, breeding ar- 
rogance. Possibly a new perspective might help to reverse 
the process. 

Then there is the problem of reconciling "quality" with 
the demands of educational expansion. Quantitative tar- 
gets have been set and policies announced in UNESCO con- 
ferences in Karachi,” in Addis Ababa? and subsequently 
reaffirmed or amended. Several countries represented in 
the seminar, such as Kenya, Malaysia and Cameroon, have 
recently launched programmes of universal primary educa- 
tion. Others have set high targets to increase percent- 
age enrolments at the first level. Elsewhere, where uni- 
versal primary education is already a reality, policies 
have been announced for expansion of post-primary educa- 


tion. But all this expansion is to be set against a back- 


3) 
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ground of rising population, rising costs and shortages of 
trained manpower. The situation is further complicated by 
serious differences of opinion on what is meant by "quali- 
ty". To accept it as meaning scholastic achievement as 
judged by the existing education system is clearly unac- 
ceptable, for skill in the acquisition, ordering and the 
re-capitulation of encyclopaedic knowledge has limited 
value in a fast changing world. Nor is the criterion of 
promoting economic efficiency in itself sufficient, for 
increasingly we realise that the individual must acquire a 
degree of stability and self-sufficiency to be able to 
survive the mounting pressure upon him, that both instru- 
mental and intrinsic aspects of education must be identi- 
fied in the context of a world wnere the values of mate- 
rialism are increasingly being questioned.” 

Could a new perspective help nations to find their way 
towards providing better education for more people within 
current resources? Could it help them towards a more sa- 
tisfactory definition of quality than that currently ac- 
cepted by schools, politicians and parents? 

Closely linked to the last issue are the twin problems of 
how to make education more efficient and how to make it 
more relevant. The problem of efficiency has a number of 


aspects. One major concern is that of "wastage" in educa- 


tion. The conventional terminology used here is signifi- 


cant for it implies that those who have "dropped out" of 
the educational system before completing a stage (and in 
some of the countries represented well over half of the 
children at primary level do just that) have "wasted" 
their time. Would a new perspective on education help to 
ensure that fewer learners failed to reach the desired 


4) 


5) 


= AGI 


end and that those who ''dropped out" were not "wasted!'? 
Other aspects of efficiency relate to the best use of 
teachers and other human resources, of buildings and in- 
structional materials as well as to the proper organisa- 
tion of time. Nobody questions the need to reduce the 
quite exceptional inefficiency which Inherited systems 
exhibit but in many cases we still have to decide what 
criteria we should apply to measure increase in effi- 
ciency. 
We agree, for instance, that our curricula should be 
made more "relevant" but this term requires definition, 
for what is relevant in the context of society as it is 
now, may later turn out to be irrelevant to the insis- 
tent demands of change. Thus we have to seek some form 
of balance between the needs of the "now" we know and 
the future we can only imperfectly predict together 
with a flexibility to be able to face changes which we 
cannot yet foresee. At worst our current educational 
systems are irrelevant both to the '"now' and to the 
future. At best they are imperfectly adapted to the 
demands of change. Would a new viewpoint help to clari- 
fy the criteria by which we may judge such relevance 
and efficiency? 
But more concern about problems is not enough, nor is 
the drafting of plans and policles to alleviate them, 
for these plans have to be transformed into reality by 
systems working under pressures from political policies 
and demands for expansion in the face of economic and 
human limitations. In these circumstances when to- 
morrow's decisions always have to be made today and 
tomorrow's crises averted the night before, there is 
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often little opportunity to think of radical alternatives 
for the future. It is as if a vast and overloaded machine 
had continually to be kept running with never a chance to 
change gear. At the same time those who wish to achieve 
change must do so In the face of conservatism from par- 
ents, employers and, possibly most of all from the teach- 
ing profession itself. Moreover communication between the 
various agents in the educational process is often weak, 
so new ideas spread fitfully and unevenly. 

Traditional means of effecting changes are often un- 
able to meet these challenges because they usually in- 
volve replacing one "package" with another. Or if change 
is attempted, the gap between plans and practice may turn 
out to be very alarming. Many current curriculum changes 
exist largely on paper and in many instances, what is 
hopefully heralded as widespread innovation in reports, 
exists only in a very small corner of educational systems. 


it may be therefore, that a new and more flexible per- 


spective of education, placing emphasis on the individu- 


al's capacity to respond rather than the government's 
duty to provide, might 


rove a useful way of narrowin 
the gaps between 


lans and reality. Similarl 


attention 
may need to be focused on ascertainin 


suitable "entr 


points" from which innovation may proceed gradually. 


Other great problems faced by nations represented in the 
seminar included high levels of adult illiteracy and marked 


differences between the educational level of women and girls 


and that of male members of the society; while behind these 


lay the need for 
issues which affect 


educational problems, and dwarfing them 
, 
education systems to respond to the great 
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the very future of mankind: food supply, population control, 
the conservation of world resources and the need for peace and 
cooperation to achieve all these. Against these stormy clouds 
many details of the current educational landscape look particu- 
larly bizarre and the need to take a fresh look at what we do 
in the light of new values becomes not merely a matter of im- 
portance but a matter of survival. 

This determination to look again at old problems was charac- 
teristic of the whole conference and there was a further reali- 
zation that In respect of the contribution education might 
make towards their solution, countries with a shorter history 
of formal schooling and less rigidly established traditions 
might be able to Innovate more easily than those whose systems 
were more firmly entrenched. But the process still proved a 
difficult and sometimes a painful one. On the one hand it pre- 
sented seminar members with the task of trying to think later- 
ally, of freeing themselves from the conceptual prisons in 
which conventional ideas and current terminologles had locked 
them. On the other, because they were all working policy 
makers, and because they could not afford the luxury of acade- 
mic speculation on futures, they had to think continually in 
terms of what could be done now with present resources and in 
the present climate of educational opinion. 

The fact that neither the conference nor this report has 
come up with a master plan to reorganise edcuation or save man- 
kind is not, therefore, surprising. What may have been achieved 
was that some forty mature and sensible people from all round 
the world took time to sit down and look at their systems and 
their problems in the light of a new idea. As a result of put- 
ting their heads together, they decided that the idea was valu- 
able to them as a viewpoint and as an organising principle; 
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that they would look at it further, and that, as a result of 
this reappraisal, some changes in direction might take place. 
Indeed many changes had taken place and deserved to become more 
widely known. As a result of these discussions, knowledge and 
experience was shared and the Institute in Hamburg gained fur- 
ther insights into the meaning of lifelong education and its 


implications for curriculum and curriculum development. 


NOTES 


* R. H. Dave, Lifelong Education and School Curriculum. UIE 
Monographs 1. Hamburg: 


Unesco Institute for Education, 1973, 
pp. 90, 


N 
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Member States on Primary Education and Compulsory Education. 


Karachi, 28 December 1959 - 9 January 1960 (Doc ED/173). 


Paris: UNESCO, 1960, pp 52. 


3. Outline of a Plan for African Educational Development. 
Conference of African States on the Development of Educa- 
tion in Africa, Addis 


“Ababa, 15-25 May 1961 (Doc ED/180). 
Paris: United Nations Economic Commission for Africa/UNESCO, 
1961, pp 27. 


For a discussion on the interpretation of quality in educa- 


tion s C.E.Beeby (ed.), Qualitative Aspects of Educational 
Planning. Paris: UNESCO/IIEP, 1969, The chapter on "The 
Meaning of Quality in Education" (pp. 149-167) by R. s. 


Peters is of particular relevance. 


2 LIFELONG EDUCATION — MEANING AND IMPLICATIONS 


A New Idea? 


The report Learning to Be published in 1972 states, 
lifelong education as a master concept in the years 
both developed and developing countries. 
idea would differ greatly but 
tion, the decisions to take an 


"We propose 
to come for 
" Applications of the 

"the question of lifelong educa- 
d the paths to follow in order to 


achieve it, are the crucial Issues in our time, in all coun- 


tries of the World, even In th 


ose which have yet to become ful- 
ly aware of this idea", ! 


tunities for diffèrent groups to learn more at various Stages in 
their lives, 
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is, for instance, in Kenya, the older members provide instruc- 
tion, the closeness and support of the family enabling individu- 
als in it to learn from one another.” Age groups, possibly ori- 
ginally sharers in some common initiation or coming of age cere- 
mony, remain linked throughout life. Festivals and family reun- 
ions continue to be a time for sharing information and expe- 
rience. 

In most Asian and African countries, the force of religion 
is very strong and, quite apart from places of worship, places 
of study also exist which are open to young and old alike as in 
the pondok system in Malaysia where learners of all ages meet 
to study the Koran and its application to their lives. In other 
nations, the force of political ideology serves as another 
powerful instrument to educate children and communities. 

Another agent for education is the apprenticeship system in 
its many forms, in the family and outside it. Sons and daugh- 
ters learn from their parents in the home, in the field, in the 
Outside the home all over Africa and Asia 


craftsman's shop.? 
apprenticeship systems exist. Larger firms and enterprises pro- 
vide formal instruction to those who Join them, but every way- 
side motor mechanic or dressmaker or wireless repairer trains 
assistants and helps them to adapt the craft as new problems 

are brought to be solved, as new fashions and new models come 
onto the market. 

In another sense, too, people are being continually educated. 
Information delivery systems exist in all countries, both by 
word of mouth and through newspapers and the mass media. Even 
in countries where literacy rates are low, the advent of tran- 
sistor radios has brought information and ideas within reach of 


all but the very poorest. Mauritius has one transistor radio 


for every eight people, Iraq one for every ste? Television, 
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too, is making its impact and this is not merely confined to 
newly affluent states, such as Kuwait,’ for it may also be used 
consciously as a vehicle for national education as in the Ivory 
Coast. 

Nor must efforts by governments and those of industry, chur- 
ches and other agencies to provide adult education be over- 
looked. These include literacy campaigns and a wide variety of 
other education, training and extension opportunities offered 
by a very diverse range of agencies for an even wider range of 
consumers. Table 1 categorises services provided in Zambia, in 
addition to formal schooling for children and youth, and indi- 
cates something of the range of alternative patterns available 
in just one nation, A similar scale of activities might be 
found in most Participating countries. 


The School's Role 
— ("ole 


+ Coloni- 
al education, whose heritage is stili very strong in school 
systems in Asia and Africa, took the development of certain 


Table 1 
Alternative Forms of Adult 
Education - Zambia 


1. Ministry of Rural Development: 


a) Department of Agriculture 


(i) Female extension programmes 
lii) ^ Young Farmers Clubs 

liii) Farm extension work 

liv) Farm forums 


b) Department of Community Development 


(i) Home economics courses and 
advisory services 

(ii) ^ Community development programmes 

(iii) Literacy programmes 


c) Department of Cooperatives 


(i) ^ Cooperative education 
lii) Credit Unions 


d) National Farming Information Services 


(i) Radio programmes 
(ii) ^ Magazine publication 


e) Supporting Organisations 


(i) Association of Literacy Clubs 
lii) ^ Annual shows 
(iii) ^ Home Economics Association 


2. Ministry of Labour and Social 
Services 

a) Labour Department 

— Workers' education 

b) Social Welfare Department 

— Youth matters 


— $10 


c) Directorate of Sport 

— Sports and physical training 
d) Workers' Compensation Board 
— Safety education in industry 


3. Ministry of National Guidance 
and Planning 


a) Department of National Guidance 

(i) Political education 

(ii) Leadership education 

4. Ministry of Education and Culture 
a) Adult Education Section 


(i) Primary and secondary education 
(ii) ^ Vocational classes 


b) Department of Technical Education 
and Vocational Training 


(i) Vocational classes 
(ii) Management training 
(iii) ^ Recreational courses 


c) Department of Culture 


— Literature, art and traditional 
dance promotion 


d) Supporting Institutions 


(i) Museums 

(ii) Educational Broadcasting and 
Television Unit 

(iii) ^ Correspondence Course Unit 

liv) | Zambia Library Service 


5. Office of the President 
(Personnel Division) 


a) Directorate of Civil Service Training 
(i) Management courses 

(ii) ^ Supervisory courses 

(iii) ^ Humanism courses 


(iv) ^ Communications and human 
relations courses 


lv) Special English courses 
(vi) Leadership courses for councillors 


(vii) Teaching and learning techniques 
for adults 


lviii) Outward Bound training 


6. Ministry of Home Affairs 
8) Prison Department 


li) ^ Academic course. 
warders 


(ii) Vocational Courses for prisoners 
b) Commission for Refugees 
— Courses for refugees 


s for prisoners and 


7. Ministry of Defence 
a) Zambia Army 


— Academic courses for soldiers 
b) National Service 
— Courses in youth camps 


8. Ministry of Trade and Industry 
— Metrication campaigns 


9. Ministry of Lands and National 
esources 


— Conservation and environmental 
education 


10. Ministry of Health: Health 
ducation Unit 


— Health education in health centres, 
on radio, etc. 
11. National Road Safety 
Council of Zambia 
(i) ^ Road use and safety programmes 
(ii) ^ Control of driving schools 
12. National Food and Nutrition 
Commission 
— Nutrition and health education 
in various forms 
13. Zambia Trade Union Congress 
— Workers’ education 


14. Commercial Schools 

(i) Typing and secretarial courses 
(i) ^ Correspondence instruction 
15. Mining Companies 


(i) Academic classes 
(i) ^ Recreational Courses 
liii) Home economics extension work 


(iv) Management courses 
(v) 
(vi) 


Technical and commercical courses 

Health education | 
Safety education : 

Community development 


Churches 


Academic education for adults 


Thrift and Cooperative education 
Health education 


Home economics and training 
Agricultural education 
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New Perspectives 


If these elements were present in countries before the term 
"lifelong education'' passed into currency, to what extent has it 
added anything to educational thought or action? What was miss- 
ing from the old picture? One possible answer may be that the 
activities described were conceived piecemeal as a response to 
particular needs and not as part of any perceived educational 
philosophy. They were not linked consciously with value judge- 
ments about the quality of life, nor were they conceived as 
part of any policy of governments or demand from .ociety that 
education should be made available throughout the lifetimes of 
citizens. Little or no organisation is evident in the planning 
and provision of the various activities mentioned. Moreover 
many unresolved contradictions and tensions exist between the 
different life styles and life perspectives they look towards: 
the static or the dynamic, the "traditional" or the "modern", 
Furthermore, life perspectives on education, hitherto quite 
strong in the close-knit communities of societies such as Fiji 
or Uganda, have progressively grown weaker, for during the 
twentieth century education has become increasingly identified 
with formal schooling - and with formal schooling of a partic- 
ular type. This is reflected in current usage and even offi- 
cial reportss” Thus we talk of a child "finishing his educa- 
tion", of governments "providing" so many years of education 
for citizens. We make a false dichotomy between education and 
training as if one began where the other left off. In our minds 
and in the thinking of governments, education has become time 
bound, age, stage, place and form bound. It was provided for 
children, for a certain fixed period of their lives in primary, 
secondary and tertiary stages clearly delimited in terms of the 
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age of the child. it was provided in institutions and only in 
these institutions, by professional teachers and only by then. 
Certain forms of instruction were appropriate and certain forms 


were not. That is what most of us meant and still mean by edu- 
cation. 


These concepts rest, as Parkyn? has pointed out, on a number 
of untenable assumptions: that childhood is uniquely the time 


for education, that children should be taught the things they 


need to know as adults, on the primacy of schooling in the edu- 


cational process and the isolation of learning from the imme- 


diate context of action. The idea of education has become over- 


laid with all sorts of "cans" and " 
7 what Torsten Husén 


cant's'', "do's"! and "dont's" 
refers to as "pedagogic folklore". |t has 
become increasingly identified with materialistic ends. Indeed, 
the true idea of education has become imprisoned in a way that 
it has never been in the past and should never be allowed to re- 


main in the future. As one seminar member put it, "we must libe- 


rate education so that education can liberate us", 


At the same time the context in which education is taking 
place has changed out of all recognition. 


No nation today can 
look toward a future dominated by bovine b 


ureaucracy or place 
to produce "guardians" 
f the community. Hence 


nceived in colonial 
societies becomes increasingly inappropriate. 


its faith in a school system which exists 
entrusted with the wellbeing of the rest o 


the role of school as it was originally co 


Thinking Again 


The need to re-examine the role of education in Society became 


Very apparent in the 1950s and 1960s and the pressures to do so 
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were very great. The details of the educational crisis, the 
knowledge explosion, the growing gap between what school taught 
and the needs of the world outside, have been ably described 
elsewhere and need not be repeated here.? All over the world, 
changing political, social and economic patterns give weight to 
the need for reappraisal. In new nations facing the great prob- 
lems of building new economies and new societies, there has 
been a growing awareness, often not adequately shared by those 
who offer them aid, that borrowed systems and borrowed curricula 
are not applicable for their particular problems. Together with 
an appreciation of the need for change has come the realization 
that new knowledge about learners and their relationship with 
society and of new technology which may be applied to education 
may provide us with means for change which did not exist before 
in particular the advent of the transistor radio, of satellites 
to relay television signals and of simpler and more flexible 
techniques of printing and materials production have opened up 
new possibilities for educational expansion. More important 
and more subtle has been the widening in our understanding of 
what human beings are capable of, the discrediting of restric- 
tive theories about the nature and growth of intelligence and 
a re-emphasis on the importance of human values rather than 
merely economic productivity as guiding principles for educa- 
tion. Above all there is to be discerned a most welcome humi- 
lity among those who plan for the future - a realization that 
the processes are much more complex, much more uneven and much 
more human than many had cared to admit. 

Responses to these awakenings have been uneven and sometimes 
unsatisfactory. Old curricula have been traded in for new, but 
often new approaches have dealt narrowly with particular levels 


or particular subjects, paying little regard to their integra- 
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tion or Interrelation. Systems of mass media have been set up 
with little consideration for the message they should convey. 
Critics have arisen ready and willing to question the whole ba- 
sis of our school sytems but apparently unable to offer viable 
and applicable alternatives. Above all, there has remained a 
tendency to took at this or that kind of education rather than 
at education as a whole. In our passion for labelling we have 
coined terms: "formal", "non-formal", "informal" education; 
"pre-service! and "in-service" education, for we seem deter- 


mined to look at each of our categories separately. 


Looking at Wholes 


It was the need to look at education in a wider perspective 
which particularly concerned international bodies 


at the end of 
the 1960s and which led in the early 1970s to the 


appointment 
of an International Commission on the Development 


of Education 
by the sixteenth general conference of UNESCO 


» to the publica- 
» to the development 
ton! : by the 


arious 
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mitment and involvement were shown, but in some countries the 
reaction was swift and dramatic, lifelong education being ac- 
cepted as an organising principle to shape educational policies. 
Of the countries represented in the seminar, Algeria and Indo- 
nesia have both made such a commitment and in many other nations 
such as Peru and Tanzania, government policies are closely in 
tune with the concept. Naturally there is some distance to tra- 
vel between commitment to the idea and its transformation into 
educational policy and practice but in many cases school systems 
and school curricula are already beginning to change as a result 
of such new perspectives in government policy. 

The refinement of the idea of lifelong education has involved, 
and still involves, much thinking by many people. Such a wide 
and important concept is bound to be slippery. It can be used 
with such imprecision as to be no more than yet another educa- 
tional platitude and the task, therefore, of those at present 
attempting to clarify the idea is to provide a set of under- 
standings which is at the same time wide enough and rigorous 
enough to serve as an organising principle to guide educational 
policy and practice. 

To this end an understanding of the goals of lifelong educa- 
tion is important. These include the ideas of "learning to be" 
and the "learning society". Learning to be incorporates the 
goals of learning to think, of becoming a productive citizen, 
of learning to act and react as a full member of society, but 
it comprises something greater and deeper than these. For 
"learning to be" involves a process of self-discovery and the 
achievement of an awareness of our capabilities as well as our 
shortcomings. 

Because life itself is a continual process of learning, 


adapting and discovering ignorance, so the process of "learning 
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to be" must also be a dynamic process. We learn more about our- 
selves and our world and so continually reveal to ourselves 
more things we just don't know. The learning society in which 
learners participate is also dynamic for it is continually be- 
ing transformed by the learners who comprise it. 
have a finite bank of knowledge to pass on. 


It does not 
It is a society 
whose stock of knowledge is continually expanding, being eva- 
luated and updated, where the Process of learning is as impor- 
tant as its product. 


An essential attribute, therefore, of an 
individual 


in a learning society is the quality of educability, 
the desire and the means to learn and to go on learning. 

As part of an initial Study by the Unesco Institute for Edu- 
cation, twenty concept characteristics have been identified and 
these are listed in Appendix A. Several of the key concepts 
were discussed by the seminar in the light of conditions: in 
the countries Tepresented. The: 
long education; 
to take place; 
idea; (4) the p 


Y included (1) the goals of life- 
(2) the pre-conditions for lifelong education 
(3) the concept of integration implied by the 


rinciple of flexibility; (5) the implications 
for learning styles and (6) the value of li 


The Goals of Lifelong Education 


The idea that individuals can go on | 


earning, 
own paths to learning, 


may choose their 
must continually seek to gain a little 
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more enlightenment and must do all this within a "learning so- 
ciety'' which they support and which supports them - is an idea 
of great power but one which may have a different kind of rele- 
vance in different cultures. 

It can also be mis-used. Many societies are conservative. 
Traditions of deference to authority, observance of form and 
ritual are strong. These may have been transferred into the 
process of government and used consciously to enforce the dis- 
cipline needed for nation building. In this context ''learning 
to be" can easily be transformed into "learning to be like 
tell you" and the "learning society" may be interpreted at be- 
ing passive rather than active. Thus in the hands of those who 
are prepared to exploit it lifelong education may be trans- 
formed into lifelong indoctrination. 

"Learning to be", moreover, as it is sometimes interpreted, 
stresses the Importance of the individual's decisions and ac- 
tions, lauding personal initiative and amibition provided they 
are not anti-social. But in some countries in Asia and Africa 
group decisions and group actions may be more in tune with tra- 
ditional patterns of soclety or modern political philosphy in 
action such as the UJamaa village of Tanzania or the Chinese 
commune. Moreover, cultural values may not extol ambition and 
the will to innovate in the same way as those in Western coun- 
tries whose context of thought derives from the Greeks, and 


where values have been moulded by the demands of a competitive 


industrial society. 
One further issue 

it easier to operate when its values are shared by the majority 

as already indicated, many nations all over 


is relevant. The learning society may find 


of its members. Yet, 
the world, including 
intensely pluralistic. 


not a few represented in the seminar, are 
This presents a dilemma. On the one hand 
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there is a danger that in order to reach a consensus within such 
a society a distinctive set of values may be so diluted as to 
lack any real power of good. Alternatively where one set of val- 
ues is strongly maintained there is a possibility that education 
may be used by one group in society to "enslave" others. 

None of these issues invalidate the principles of "earning 
to be'" or of the "learning society" 


+ Education in developing 
countries muet liberate, 


must help people discover themselves, 
must set thought on the move, for the dangers of fossilisation 


of educational practices and institutions Is very great; but it 
must do so differently within the contexts of the different cul- 
tures it serves, recognising the dangers of indoctrination, 

safeguarding the rights of minorities or positively discriminat- 


ing in their favour and recognising that there are acceptable 
alternatives to individualism. 


Prerequisites for Lifelong Education 


cratisation as Possible; to offer increasingly greater opportu- 
nities for members to go 


9n learning and to help ensure that 
such opportunities are sha 


TE. 


to which opportunity is available. Chances to profit from life- 
long education must necessarily be very different for the town 
dweller in Djakarta and for the peasant in Afghanistan. 
Moreover, societies can hardly do more than offer opportuni- 
ties of lifelong education to those prepared to take them, and 
it is certain that in many cases the effort required to take 
advantage of these in a developing country is far greater than 
it would be In a high income industrialised society. (It re- 
quires more effort, to use a simplistic example, to make one's 
vay to a communal television than to watch programmes in one's 
own ving room.) The question of motivation Is thus very cri- 
tical, and motivation Is likely to vary quite drastically be- 
tween those who passionately want to find "room at the top" 
and who are supported by their families and communities in 
this resolve, and those whose cultural patterns do not partic- 
ularly favour self-improvement or whose experlence has made 


them very wary Of what Is being offered them by governments 


or by other groups in society more powerful and influential 


than themselves. 
n of the factors of opportunity and motivation may lead 


A real danger therefore exists that a combi- 


natio! 
to widening rather than narrowing gaps In society, for those 
who have opportunities may very well be also those who are mo- 


tlvated to seek more. We need, therefore, to ask ourselves how 


the poorly motivated can be helped and h 
to avold the widening of such gaps 


iow new patterns of 


education can be devised 


In society. In this respect, the motivation of the "haves" in 


soclety to improve the condi 
es may be said to have an "elite of 


tions of the "have nots'' becomes 


important. Some countri 
leisure" who somehow or other have made it to the top and are 


concerned with staying there with the minimum of effort and 


an "elite of labour" whose preoccupation is to improve the 
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conditions of the community where they are the leaders. The 
latter are socially motivated and can help to motivate others. 


Issues arising from opportunity and motivation are linked 


with aspects of educability.l? Clearly the idea of educability, 


embracing as it does the receptiveness, the open-mindedness and 


the health of mind and body to accept new ideas as well as a 


complex of skills and attitudes to learning such as oracy, 
servation, 


ob- 
manipulative skills or the ability to learn from 


others, extends far further than mere numeracy and literacy. 


But the latter remains of considerable importance since litera- 
cy provides a key to flexible learnin 


g and the ability to pro- 
fit from self-instruction. 


Thus, yet another potential divisive 
» for there is a real possibility that 


in skills will be 
gress far quicker than others, 


force may be recognised 


able to adapt and pro- 
Hence a real danger exists of 


importance. So far 


our evi- 
dence on these matters is woefully inadequate. 
The Concept of Integration 
Lifelong education implies two types of integration It implies 
horizontal integration, that 


isa bringing together of all the 
ing Provided within the society, 


» SO that they can Support each other; 


various types of education be 


in school and out of it 
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and it also implies vertical integration, that is the articula- 
tion of various types of education made available to individu- 
als throughout their lifetime. There needs to be integration of 
aims so that all educational effort is complementary and also 
integration of means to maximise resources and to avoid costly 
and bewildering overlapping of effort. 

We must recognise, however, that no discussion of integra- 
tion can profitably take place without parallel consideration 
of the purpose and quality of the educational experiences we 
are trying to promote. The mere provision of integrated oppor- 
tunities for certain forms of training can prove to be a tool 
for effective systematic conditioning and not primarily a 
means to promote lifelong education. 


The task of achieving satisfactory horizontal and vertical 


integration is a daunting one, but no less imperative for that, 


for the current lack of it not only wastes resources and pro- 


motes inefficiency but also erects artificial barriers within 


society. In this respect the isolation of the school from what 


goes on around it, from what has happened before and what wil 
take place afterwards is particularly regrettable. Indeed the 
very length of time a child spends in formal school can cut 


him off from his community. In the light of this concept of 


integration, current attempts to delimit areas of formal, non- 
formal and informal education would seem inappropriate. Rather 
education can be viewed as consisting of opportunities from 


the most formal to the least formal depending on a number of 


variables such as how far It is planned, who provides it, where 


it is provided and the kind of reward sy: 
The task of achieving integration involves both promoting a 
ous agencies involved in setting 


stem it offers. 


dialogue between all those vari 


goals and providing educational opportunities, and devising po- 


UE 


licy machinery to transform the results of such dialogues into 
action. Government structures such of those of Indonesia where 
all public education is under a single ministry clearly pro- 
mote integration; but even in countries where different agen- 
cies are responsible for school and out-of-school education, 
for child and for adult education, much can be achieved to 
coordinate policies and activities. 


Two aspects relating to this task need to be considered. The 
first is that any dialogue set In motion should consider priori- 
tles In relation to different forms of education, in other 
words what aspects of education might best be advanced by what 
means and at what stage. Thus it might be agreed that while 


basic knowledge and skills were easiest taught in school, mass 


media, on-the-Job training, or the family might prove more ef- - 


fective instruments to further other educational goals. The 
second issue Is that a knowledge or understanding of those 


agencies which provide education is an essential prerequisite 
to Integrating thelr efforts. 
lacking, an? there Is, here, 
survey, 


This understanding Is frequently 
a profitable field for research, 
and the Interchange of Information between agencles. 
In this regard it is Important too, to characterlse, 


and contrast the different goals and approaches of di 
forms of education, 


compare 


fferent 
To a degree |t Is valuable for these to 


er, but when there is too great a dlver- 
gence, when, for Instance, 


ent ways of thought and be 


complement each oth 


home and school expect very differ- 
havlour from the learner, then prob- 


e society. 


T 


of information and a greater degree of mutual understanding. 
Lack of such understanding, distrust, or unwillingness to give 
up a little àuthority on the part of a few can effectively in- 
hibit change. 

It is equally important that the users of educational ser- 
vices should themselves be consulted especially since very fre- 
quently the integration of different forms of education cannot 
be achieved without changes in the nature and structure of the 
institutions which provide It. Unless such modifications are 
explained and discussed, they may be vehemently distrusted by 
communities convinced (often on the basis of bitter experience) 


that they are being sold short. 


Flexibility and Diversity 


Another aspect of the concept of lifelong education Is that of 
flexibility In the content of what is learnt, in the process 
of teaching and learning, in the tools used al 
taken. 


For, if the centre of the 
individual's relationship to the "learning society", there must, 
paths to learning which must be recognised 


nd In the time 


process Is the Individual and the 


logically, be many 
as sultable and appropriate not because they have always been 


used or because everyone uses them but rather In respect of how 


far they lead the individual effectively to where he wants to 


go. 


But these alternative paths are strewn with obstacles, dif- 


ferent values accorded to different contents and styles of 


learning, the primacy accorded to school education, the equa- 


tion of time spent and ground covered with standards reached, 
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the inflexibility of administrative processes, the rigidity and 
centralisation of the examination system. While many of these 
factors may be dismissed as the effects of outmoded traditions 


or as pedagogic folklore, there are also political reasons for 


such inflexibility. It may seem important for governments en- 


gaged in reconciling various conflicting interests within a 
country to be seen to be providing education of the same length 


and form and leading to the same terminal assessment for all 


learners at a particular level. Such factors and others which 


render contents and processes of existing educational systems 
resistent to the flexibility required by the perspective of 


lifelong education need to be identified before means are 
Sought to overcome them. 


Flexibility can be achieved through the use of new media, 
the loosening up of examination regulations, the Provision of 


alternative structures of school and teacher Preparation, and 


the replacement of rigid programmes of "ground to be covered" 
with a pattern of units of work leading 


to the achievement of 
certain desired goals. 


Examples of the use of television for 


the Ivory Coast 
unstreamed schools in Saudi Arabia, 


children and adults in » Of the provision of 
of shorter alternatives 
to primary school courses for older children in Iraq or al- 


ion in Brazil, of exami- 
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Learning Styles 


New goals, new structures, new paths to learning throw into re- 
lief the insufficiency of many commonly adopted learning styles 
for the needs of lifelong education. Currently group guided 
learning, seen most frequently as teacher controlled classroom 
instruction, accounts for the vast majority of learning time 
and learning effort. 

Many alternative styles are desirable and possible. These in- 
clude inter-learning in groups and through less formal contacts 
with other learners, individual learning where a learner follows 
a path at his own speed (i.e. in reading or working through a 
programme) and self-directed learning where a learner chooses 
his own path, selecting, possibly, from a number of styles. The 
adoption of such new styles depends on the age of the learner, 
on his own personality, on his motivation and on the subject 
learnt. 


New approaches clearly involve new skills for the learner 


and new methods of assessment. In many countries in Asia and 
Africa education systems may have been 
developing skills appropriate to individual and self-directed 
learning. This may be partly the result of ap 
down from colonial systems of education and may 

n where 


from traditional patterns of authority and educaron 


particularly slow in 


proaches handed 
also derive 


group guided learning traditions were very strong. ~ Moreover 


lack of money and educational materials have always contrived 
to make the task of those seeking to serve the needs of the 
individual or group far more difficult. 

Yet already examples can be seen of new learning styles in 
action. Programmed material proves slow to become adopted be- 


cause of cost, but correspondence materials, particularly in 


- 38- 


respect of the in-service training of teachers? continue to be 
developed and refined and demands for multi-media materials 
which learners can follow at their own speed are beginning to 
be met by institutions such as Pakistan's People's Open Univer- 
sity and the Mauritius College of the Air. 
emerging, s 


Other patterns are 

ome using radio with support material and monitors 

or even co-learners to help discuss Problems, guide discussion 
or correct written work. One such example is provided by Radio 
Santa Maria in the Dominican Republic where learners are thus 

enabled to follow an alternative path to the conventional pri- 
mary school, starting at any age and in their own homes. 


Lifelong Education as a Master Concept 


From the analysis made so far the full meaning of lifelong edu- 


cation as a master concept becomes apparent. It embodies the 


whole range of education to which human beings may be exposed. 


Thus the different forms we currently label a 


s "school edu- 
cation", 


» "adult educa- 


and "functional education"! are 
It also Provides ov 


which the efficiency and the value 


“concurrent and recurrent education" 
tion", “continuing education" 


all comprised, erall principles against 


* It provides a rationale for 


x Boe 


ed in the seminar. Looked at in terms of a neu system of edu- 
cation to replace what has gone before, it is easy to view 
these ideas as desirable but utopian. To move rapidly from a 
state where 80% of citizens were illiterate and where not all 
children receive basic education to a "learning society" where 
every individual has a chance to improve his own education may 
be beyond the bounds of immediate possibility. 

Looked at, however, as a direction of change the principles 
become more capable of realisation. If we think in terms of be- 


coming more avare of the goals, offering more fae 
and more diver- 


iiities for 


integration, a greater measure of flexibility, 


sification of learning styles, then progress towards these aims 


can be achieved. There are financial implications 
in new dimensions of training and 


in the set- 


ting up of new programmes, 
the design and production of new materials, and also in the re- 
education of the community so that it may accept new patterns; 


but once we think of the idea of lifelong education as a road 


down which we may travel at different speeds according to our 


capabilities to overcome the obstacles in our paths then some 


progress can always be achieved and measured. As one group in 


the seminar reported, "lifelong education is sufficiently flex- 
ible and diverse to be adaptable to any country". 
perspective there appears to be 


But looked at in terms of a 
e of value. There are still 


little question that the ideas ar 
limitations in our understanding Oo 


these concepts. One of the overtones S 
d to premium placed on in- 


f the full implications of 
urrounding them relat- 
ing to interpretations of quality an 
dividualism may be subject to re-interpretation in some socie- 
ties. But the idea remains one of great power both for assess- 


ing the relevance of present programmes and structures and of 


providing guidelines for future thinking and action. 
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1. E. Faure et al., Learning to Be. The World of Education 
Today and Tomorrow. Paris: UNESCO, 1972, pp. 182. 


2. As describred, for instance, in Kenyatta's Facing Mount 
Kenya: 


co-operation, 


J. Kenyatta, Facing Mount Kenya. 


London: Heinemann, 1961, 
pp. 313. 


from his father in The African Child. 


ld. London: Fontana, 1959, 


pp. 24-32, (Originally L'Enfant Noir, Paris: Librairie 


Plon, 1954.) 
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fers throughout to "education 


c When it means "school ing": 
e.g. "New and diversified Progr. 


ams are designed to take 
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into account the terminal character of lower levels of 
education for the large majority of the participants." 
(p. 31.) 

7. See G. W. Parkyn, Towards a Conceptual Modet of Lifelong 
Education. Paris: UNESCO, 1972. pp. 54. 

8. T. Husén, Tke Learning Society. London: University of London 
Press, 1974. pp. 268. 

9. See Learning to Be; also P. H. Coombs, The World Educational 
Crisis. London: Oxford University Press, 1968. pp. 241. 

10. This approach was very evident in the planning and proce- 
dures of a recent UNESCO/UNICEF Cooperation Programme Baste 
Education in Eastern Africa. Report of a Seminar, Nairobi, 
Kenya, 19-23 August, 22-26 October 1974, Paris: UNESCO, 
1975. 

11, The concept of recurrent education implies the organisation 
of recurrent opportunities for learning following an ini- 
tial stage of education. It is thus an important element in 
the wider process of lifelong education. 

12. The concept of educability is further defined and discussed 


in Appendix A, 
13. In many societies learning imparted by a "teacher" is still 
more highly regarded than learning acquired on one's own. 
Such attitudes may have their origins in oral patterns of 


teaching through family or c! 
as important for "the word"! to 


an, the secular or religious 


community. In all these it w 
be passed on backed by the wisdom and authority of its 
transmitter. 


1h. Many multi-media programmes for teacher re-education exist 


A number have been itjal- 


ATE pr 


as in Uganda and Zambia. 
ly by UNICEF. 


3 BASIC EDUCATION AND ITS CURRICULUM 


1, DEFINITIONS 


— 


What are the First Phases in Lifelong Education? 
SSS jn Lifelong Education? 


Children growing up must at the same time learn to live in the 
Present and to face the future. They must learn to live in 

their families and in their communities as they are now, but 
must also receive some form of education to enable them to go 
on learning and adapting to the world around them as it evolves. 
The first process begins in the family and continues through- 
out childhood in many ways and through many means. 


is gained in part through ex 
cieties, 


The second 
perience but is also, in most so- 
consciously transmitted, The basic stage of education 
is very largely concerned with this second process. 


What do we Mean Ly "Basic Education"? 


ET E 


as "the basic cycle of studies" is included in Appendix B. Once 
we adopt the perspective of lifelong education it becomes ap- 
parent that to define this basic cycle in terms of content and 
structures of formal schooling will no longer serve, for the 
definition will be too narrow. It is more profitable to think 
of it in terms of aims and of goals to be reached (rather than 
in terms of time spent or ground covered) accepting that a va- 
riety of means, more or less conventional, will be employed 
toward attaining these goals. The UNESCO meeting sees the cur- 


riculum of the basic cycle as including 


a core of behaviour, knowledge, values and experiences to 
enable the individual to: 


develop his individual potentialities to the full; 


society through continued study or 


actively participate in 
ld of work and to the world of cul- 


introduction to the wor 
ture; 


be a productive, effective and happy citizen; 


continue his lifelong education; 

onality and critical mind so that 

nding in cooperation with others, 

evelopment of a good human so- 
ly and all other people of the 


develop a creative pers: 
he might, with understa 
contribute to the further di 
ciety for himself, his fami 
world; i 


achieve physical well-being and health. 
e formal school system cannot be considered as 


But although th 
it is still the 


the only means of providing basic education, 
most important means and that of most concern to members of 


our seminar and this report, particularly once we realise that 


schools need not be the rigid institutions they so often are at 


present, where only curriculum content is considered as a vari- 
able while age, place and length of course are constants. For 


if we accept the idea of a basic cycle as leading towards a set 


of goals, we can see that where the main aims may remain the 
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same, the time taken and the paths followed, even within a 


school framework, may vary very widely, as will the interpreta- 
tion of what we mean by "school". 


Schools as Providers of "Basic Educatio 


Once, therefore, we begin to look at our Schools in this per- 


implications can be discussed 
(1) in respect of the design of curriculum, (2) in respect of 
implications on Structures and policies through which this cur- 


riculum is implemented and (3) in respect of the preparation of 


ation, Principally, but not ex- 


spective, in three major fields: 


those involved in its implement 
clusively, the teachers, 


9 definition of curriculum as "all 
directed educational act; 


school whether they take place 
Vt, 


Vities that are generated by the 

in the 
The various components of curricu 
velopment were also itemised, T 


institution or outside 


lum in relation to the de- 
hese include: 


The curriculum pla 
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cess. The plan itself is presented in written documents of 
various types, prepared and used at different levels, inciud- 
ing syllabuses, schemes and timetables. Systems vary widely 
as to the amount of decisions taken at various levels. 


Teaching methods and learning activities - include all those, 
formal and informal, which take place in the school, in class 
and out of it; inter-school activities; activities planned in 
the school, but carried out in the community (like hea!*^ 
campaigns and social work) as well as activities generated in 
the school by societal agencies outside it. 


Learning materials - refers to all written, audio and visual 
material used in schools, both commercially and locally pro- 
duced; to learning materials deriving from the environment as 
well as to out-of-school resources such as libraries and mu- 
seums. 

Evaluation - refers primarily to pupil assessment (though it 
also includes procedures for guidance). It may be formal or 
informal and is carried out during a school year, at the end 
of it and at the end of a school stage, by the sgudents them- 


selves, by the school or by agencies outside it. 


Curriculum in Context 


School curriculum is planned and implemented in the context of a 


social and political framework by teachers and other education- 


ists who themselves are part of this society, for learners who 


are growing up in it and within a financial, administrative and 


material framework. Thus, unless the society understands and is 


prepared to accept (or, at least, not to oppose) change, unless 


those who contemplate change attempt to understand the society 


and the pupil's growth and development within it, unless they 


understand the nature of the other learning systems in that so- 


ciety, the school curriculum loses its relevance and effective- 


ness. Furthermore, unless the curriculum is geared to educa- 


tional realities - finance, material provision and capabilities 
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of teachers to interpret it, it is in danger of becoming (and 
often becomes) an official rather than an actual curriculum, 
To achieve a better understanding of the context involves 
three processes. It involves synthesising information already 
available but which has not been gathered together for these 
particular purposes, such as the appraisal of all kinds of 


learning situations, formal and informal, which already exist. 


It involves finding out new information including fundamental 
psychological and sociological research or, 


gathering together of further practical 
the system actually operates, 


more simply, the 


information about how 


Systems to accept 
make light of 


Educational Research. 
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11. LOOKING AT CURRICULUM COMPONENTS 


Bearing in mind, therefore, the context of implementation, the 


seminar next set itself to examine each curriculum component 


in this basic stage of lifelong education looking first at the 


implication within the formal school system and next at the 


implication which might be involved in a wider interpretation. 


Aims and Objectives 
Once the aims and objectives of basic education are consid- 
ered in the context of lifelong education our time perspective 


widens. The purpose of the initial phase of education is seen, 


not merely as leading on either towards a second stage of edu- 


cation or towards some form of employment when a child leaves 


school, but rather as leading the learner towards an awareness 


of the need for lifelong learning, and developing his capacity 


to profit from it. A sound basic education should therefore 


give the learner the attitudes and skills as well as some of 


the knowledge necessary for increasing participation ina 


changing society. Such participation requires intellectual cur- 


y and a capacity for critical 
self-confidence and responsibili- 
bilities throughout 


losity, creativit thought as wel 
as attitudes of independence, 
induce him to develop his capa 


ty which will 
educational means, for 


his lifetime through a wide variety of 
his own betterment and that of his fellow men. 
This implies that objectiv 
e enhancement of the learner's educa- 


es,for the basic stage are very 


largely concerned with th 


bility In Its widest sense. 
m different learning strategies - with a 


This involves increasing his com- 


petence to profit froi 
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teacher or without one» individually or in a variety of groups 
and patterns of interaction, as well as developing basic skills 
in oracy, reading, observation, comprehension and manipulation, 
all of which enable him to learn through a wide variety of me- 
dia. It also involves developing in learners the will and the 
power to recognise their own needs and to plan their own learn- 
ing. 

Once the wider perspective is accepted, the school need no 
longer be regarded as isolated from other educational influen- 
ces. Its aims may therefore be Seen as complementary and sup- 
plementary to them. This implies both an awareness of the re- 
lated roles of the school and the community in, say, health 
&iucation but also a realisation that there are areas where 
the school need not "go it alone" but may merely reinforce 


the community, e.g. in religious, cultural or vocational edu- 
cation. 


Aims in the Context of Action 


But unless aims are capable of attainment they remain mere 
excuses for inaction. In order to underline this, one seminar 
working group decided to list examples of various methods ac- 
tually used in the countries its members represented to achieve 
two of the aims mentioned above, i.e. (1) to instill a sense of 
responsibility and (2) to develop intellectual curiosity. The 
lists produced were too long to quote here: the methods em- 
ployed to create a sense of responsibility ranging from oblig- 
ing the children to take turns in feeding the chickens on the 
school farm to running classes for illiterates. But all these 


methods had common characteristics. They (1) involved the pro- 


a c 
vision of opportunity for the students to act responsibly; 
(2) required the practice of recently acquired skills in aevi 
ously useful ways; (3) promoted the socialisation of the stu- 
dents since they were likely to earn the social approval of the 
group, class, school or community. The methods listed which 
might be used to stimulate curiosity had these common character- 
istics: they involved activity on the part of the students - in- 
cluding observation, comparison, problem-solving and research 
of the most elementary kind. In both instances the exercise de- 
monstrated not only that aims have recognisable implications 
but also that the kind of curricular activities they imply are 
often far removed from those which take place in most primary 


schools in the countries represented. 


[fferent Groups - Common Objectives 


It may be argued that different aims and objectives are appro- 


Priate for different groups in society. In particular it is 


often urged that appropriate objectives should be set for ru- 
ral education. Such reasoning can be dangerous. Curricular 

urally vary according to the ages 
ent in which they learn. Thus 
for example, through which 


e basis of scientific 


Content and methods must nat 
of the learners and the environm 
the materials and the experiences, 


reading, or health education or th 
thinking are learnt is bound to vary. But the skills, the un- 


derstandings, the attitudes which must be acquired to in- 
crease educability are virtually the same and it may prove, 
for instance, quite contrary to the principles of flexibility 
elong education to suggest a 


inherent in the concept of lif! 
ch for children of rural farm- 


fundamentally different approa 
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ers than for those of urban shopkeepers. For both categories 


education must exist to set learners free to learn further, In 
h which they can 


neither case can it 


each case the only sensible context throug 
learn is the environment they know, but in 
be assumed that they should be trained with 


a view to staying 
incapsulated in this environment throughout 


their lives. To do 


so would be to promote imprisonment rather than enlightenment 


in the name of lifelong education. 


Selection and Organisation of Curriculum Content 


On considering the implications of the new Perspective on the 
curriculum plan, three major issues are examined 
set priorities, 


5 the need to 
to provide for a greater degree of flexibili- 
ty and to consider the implications of 


the concept of integra- 
tion. 


Setting priorities 


to one another to pro- 
This applies to Subiects within 
Tganisation of content within 


mote understanding of "wholes", 
the curriculum but also to the o 
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different areas of the curriculum. The importance of stressing 
language. skills, manipulation skills and practical experience 
in problem-solving have all been mentioned earlier in the re- 
port as has the need to relate content to the environment, but 


in order that they be given the prominence they deserve, (for 


skill training, the study of the environment and the learning 
techniques required to solve problems all take time) much of 
the conventional factual content will have to be excised. 
Flexibility 


Yet the implications for the design of curriculum plans at var- 


ious levels are not merely confined to selection. Once individ- 


ual and group differences are accepted, together with the exis- 
tence of alternative paths to learning and the possibility of 
d length of course as a variable in the basic 


accepting age an 
programmes of study and 


cycle, the manner in which syllabuses» 


timetables are drawn up both within systems 
ater flexibility and 


and within insti- 


tutions must be questioned. Certainly gre 
a greater provision for the development of individual poten- 


tlal within current programmes is both desirable and possible. 
More radical alternatives such as the replacement of current 
plans by a far shorter core followed by extensive provision 


for individual options or the deve 
be examined seriously. But they 


involve some 


lopment of a more flexible 


unit structure need also to 
anisation and training, 


to the design and pro- 
They also raise 


will pose problems of org 


financial cost and present a challenge 


duction of materials in developing countries. 


r issue of changing attitudes: 
tterns which are 


the now familia of persuading 


both designers and users to accept new pa 
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less familiar, less easy to administer (because they are less 
tidy) and which involve everyone in the system in more work. 


Integration 


The integration of school with community and with other learn- 
ers and learning situations within that community may require us 
to look again at curriculum plans. An example of the modifica- 
tions which may result is taken from Uganda where a number of 
schools are participating in the Namutamba rural education pro- 
ject some fifty miles from Kampala. 

This project, aiming towards rural development of the whole 
community, introduces a considerable amount of integration 
within the programme of studies much of which is carried out 
in the environment outside the school and thus oversteps con- 
ventional timetable and subject boundaries. But the programme 
also attempts the wider goal of integrating child, youth and 
adult education through helping all these groups to regard the 
school as a resource centre. To this end the formal school 
operates a single morning session of five hours, leaving the 
rest of the day for projects undertaken by pupils which in- 
clude brick making for home improvement, Young Farmers Club 
activities, home gardening, apprenticeship schemes, written 
assignments, workshop Practice, athletics and cultural acti- 


vities. All these are considered as complementary learning ac- 


tivities to the normal school Programme. During the afternoon 


the school buildings are used for a variety of adult education 
and community purposes and the teachers undertake further com- 


munity work outside them. The Namutamba project illustrates 


merely one pattern of community-based basic education. There 
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are and can be many alternatives. But it illustrates how, when- 
ever a really serious degree of integration is attempted, the 


conventional curriculum plan must be considerably modified. 


A Wider Look at the Selection and Organisation of Content 


Seen in its widest perspective the selection of content must 
be considered in relation to the needs of individuals in the 
context of the life they live and the other educa! ional ex- 
periences available or likely to be available to them. It must 
also depend on resources available for learning and on the ca- 
pability and motivation of learners who differ widely. Looked 


at in this light it again becomes necessary to stress that ri- 


gid centralised syllabuses listing the same "ground to be cov- 


ered" by large numbers of different learners in different si- 
tuations at the same stage in their school career do not make 


educational sense and to stress again the necessity of estab- 
ways of gaining 


lishing ways of learning, ways of thinking, 
for selection 


increasing and sharing enlightenment as a basis 


and organisation. 


Teaching Methods and Learning Activities 


g cannot easily be separated 


Approaches to teaching and learnin 
nd thus the two issues were 


from the learning materials used a 


considered together at the seminar. 
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Surveying Resources 


It is impossible to ignore the fact that certain minimum materi- 
al needs must be satisfied to enable learning to take place ef- 
fectively. True, a brilliant teacher can educate irrespective 
of what resources are available. A brilliant and well-motivated 
learner can profit from most opportunities. But in average con- 
ditions and with average people adequate resources facilitate 
learning and lack of them very severely inhibits the type of 
teaching and learning possible, and may force a teacher towards 
those formal, regimented approaches which have the security of 
familiarity and which are easiest to sustain in difficult cir- 
cumstances. 

It is therefore appropriate at the outset to survey both hu- 
man and material resources available in relation to the new 
role we would hope for from teachers and learners. The conse- 
quent appraisal may easily reveal sad limitations: ill-educat- 
ed, ill-trained or untrained teachers apparently unable or 
unwilling to contemplate change; poorly built, overcrowded 
classrooms with no storage facilities, furnished,if they are 
furnished, with antique and unsuitable furniture; high pupil- 
teacher ratios; limited means for production or supply of 
adequate learning materials; poor radio reception ... the list 
can be extended. 

Yet at the same time an imaginative assessment may also re- 
veal potential resources unused or untapped within national or 
local communities: local volunteer teachers and animators, 
craftsmen, professionals and technicians with the will and 
ability to share their know how with learners; traditional 
arts, crafts, literature, music and medicine within a culture 
and potential teachers of these; community funds and effort 
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in kind; materials available in the home, but which may be bor- 
rowed for school use e.g. transistor radios or agricultural 
tools; local raw materials and industrial and agricultural 
waste of various kinds (e.g. off-cuts of wood, paper, cloth). 
To these may be added locally and nationally produced educa- 
tional materials which may include not only textbooks, radio 
programmes and locally produced teaching equipment in a variety 
of available materials, but also less commonly used materials 


Such as newspapers, commercial advertising and packaging. 


Implications for Selection, Design and Production of Materials 


Once available resources have been examined, the implications 


of the new perspective can be considered, and here again the 


ideas of flexibility and integration pose 3 considerable chal- 
lenge. The importance of emphasizing new learning styles, rath- 
er than placing over-reliance on the relatively inflexible me- 
thods of group guided learning has already been mentioned, but 


new styles require new orientation of teachers and production 


of new kinds of educational materials. These clearly raise ad- 
ministrative and financial problems. Self-instructional mate- 
diversified materials will be pro- 


g and both, therefore, 


problems in relation 


rials tend to be longer; 
duced in smaller numbers for each printin 


may prove more costly. There may also be 
to storage of materials other than textbooks. But these prob- 


lems are all, eventually, capable of solution, while at an 
initiàl stage, attention might well be paid to designing text- 
books capable of more flexible use» more attuned to promoting 
problem-solving» and to the encouragement of self-learning, 
also to the production of more challenging radio programmes. 
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|f methods and materials are to promote integration between 
school and the society of which it forms part, still further 
changes will be needed in both. In respect of materials it is 
clear that those produced for adults and those provided for 
cnildren cannot be identical, but it is equally true that once 
the necessity to provide links is recognised, a great deal of 
common ground can be found. The same radio programmes may be 
used for slightly different purposes and there can be some over- 
lap in written and pictorial materials. Materials in health edu- 
cation and agricultural education, for example, are frequently 
designed and produced quite separately for schools and for ex- 
tension work by separate departments. Much is to be gained here 
by coordination and there is no reason, for instance, why pro- 
grammes for teaching basic communication skills for children 
should not include far more of such materials than they do at 
present in many countries. 

In certain countries different languages are used for the edu- 
cation of adults and that of children. Adult literacy classes 
take place in the mother tongue whereas the basic cycle of 
school education is carried on in a foreign language. This poli- 
cy hardly promotes integration. 

The demands of both flexibility and integration imply the de- 
sirability not only of further localisation in the content of 
the curriculum for the basic cycle but also that more attention 
be paid to the design and production of materials relevant to 
local needs. To this end the design of such materials by nation- 
al curriculum centres, local teachers centres (preferably at- 
tached to schools) and by teachers themselves would seem essen- 
tial. To achieve this, however, some facilities, some funding, 
some expertise is necessary, together with the will on the part 
of those who plan education nationally to allow such variations. 
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Evaluation 


What to luate 

Since we are regarding the basic cycle as a first phase in a 
process of lifelong education, the purpose of evaluation is 
clearly to ascertain how far and how efficiently it provides 


learners with a good start; also to provide appropriate guid- 
d to those responsible 


ance both to the individual learner an 
s leading towards 


for the design and implementation of programme 
improvement in the efficiency of the process. 
But this task is far more complex than it appears 
longer term effects are clearly so much more importa! 
short term ones. It is of relatively little importance what 


Skills and attitudes a child appears to possess when his ba 
is how far these 


s since 


nt than 
sic 


education cycle is finalised. What is crucia 
wilt contribute to his future development and how long they 


will stay with him. 


How to Evaluate 


Some of the goals of the basic cycle relate to the development 


9f skills, others to the promotion of attitudinal changes far 


less Subject to short term evaluation. In each case, however, 
it is important that the student himself understands what the 
In this way he can recog^ 


evaluation aims to measure and why. 
Nise his successes not as ends in themselves but rather as of- 

H . : 1 i 
fering a means of making adjustments In his "learning path". 


Lack of Success, thus, comes tO be regarded as a learning ex- 


Perience and not as a failure. 
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The new perspective both invites a reappraisal of existing 


evaluation practices and poses challenges for the design of al- 


ternatives to them. It is not only the lack of emphasis on skills 


and attitudes in current techniques of evaluation which are 


called into question, it is their whole emphasis. Questions 


which need to be asked include the following: 


How far can we justify the primacy given to teacher, school 
and external assessments of learners as against assessments 
made by individuals and groups of learners of their own pro- 
gress? 

How far is the great emphasis placed on written instruments 
of evaluation justified when lifelong education postulates 
the development of so many other skills and attitudes? 

How far can we justify the frequent exclusion of the com- 
munity in assessment of the progress and potential of the 
young learners who live in it? 

Are not methods of assessment and evaluation still far too 
rigid, tending to test attainment at certain "levels" for 
all students at the same time rather than to chart the pro- 
gress of learners along different paths and at different 
speeds? And does not excessive comparison and competition 
between learners overemphasize uniformity and impair the 
ability of the individual to assess his own progress? How 
far indeed is the idea of competition acceptable in all 
cultures? 

Is not the value of frequent Comparisons between learners 
limited, since they are based only on those criteria which 
are most easily measurable? 

How far are present concepts of "pass" and "fail" and pres- 


ent ideas of final examinations and terminal evaluation re- 
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levant in a situation where the basic cycle is conceived 
only as a first phase in a continuum of lifelong educa- 


tion? 
These questions imply new tasks for those of us involved in de- 
signing evaluation systems and instruments. They suggest that we 
must consider widening the scope and means of evaluation and 


building a flexible system in which the progress of learners is 
charted along the various paths they follow rather than devising 


a single obstacle race where only those who reach the finish are 


recognised and recorded. Above all they emphasize that self- 


evaluation is central to lifelon learning and that an urgent 
laced on self-evaluation 


need exists to increase the emphasis p 


in the design of curricula for basic education. 
o talk glibly about developing new 


assessment techniques and far, far more difficult to devise and 
search and development work is 


Yet it is relatively easy t 


evaluate them. A wealth of re 


needed here. 


A Note on Guidance 


re of basic education is to provide guidance 


An essential featu 
o make better 


to the learner to help him learn better and t 


mber of society both while he i 
Such guidance must be the result of 
mself and of others, peers, 


Whenever guidance is given 


choices as a me s receiving basic 


education and afterwards. 
the joint efforts of the learner hi 


teachers, parents and other adults. 
ct that it will be culture 


to a learner we can naturally expe 
personality of the "guider". 


based and that it will reflect the 
| be provided by 
if, for instance, 


a society whether its 


Moreover guidance wi! 
a society clearly 


members intend so or not. 
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accords higher status to a bank clerk than it does to a fisher- 
man, than that society is providing guidance to its young mem- 
bers in their career choices and anything a school preaches to 
the contrary is clearly hypocritical. Nevertheless there is 
still much that can be done towards Preparation of materials 
for use by parents, teachers and other community members to en- 
sure that young learners make the wisest choices available to 
them both during and at the end of their basic education. 


111. TOWARDS IMPLEMENTATION 
ee 


Few curricular decisions of any kind can be implemented without 
implications for policies in education, for financial and ad- 
ministrative provision and for education structures. The impli- 
cations suggested by the analysis made so far are very great 
indeed. They may be categorised as follows: 


Implications for Policy and Structures 


Implications for the design o systems: 


Alternative patterns of schooling need to be considered to- 
gether with alternative arrangements of learning time to suit 
varying needs of learners and their communities, 


In Iraq, for 
example, 


een devised 


In Tanzania village school pro- 
grammes are left flexible to allow learners to take Part in 


shorter courses in the basic cycle have b 
for older boys and girls. 
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agricultural and development projects at local level. 


Alternative means of learning need not to be employed includ- 


ing use of the mass media, within the limits of its capabili- 


ties, and the full exploitation of community resources both hu- 


man and material. The extensive use of educational television 
in the Ivory Coast will provide very valuable experience “or 


other systems. 
Implication for administration of systems: 
ntegration of different modes of education 


Coordination and i 
ange of re- 


s would involve greater interch: 


must be achieved. Thi 
ps in the 


c education for different grou 


sources between basi 
e taking place in 


Indonesia where experiments ar 
u whose role is to marshal com- 


and the development of "learning 
pment) which all learn": 


community as in 
the use of "learning officers 


munity resources for learning, 


centres" (Centres for Educational Develo 


ers within the community attend. 


Flexibility must also be made possible. This may involve new 


for greater school and commu- 


approaches to timetabling to allow 
in the experiment- 


d, for instance, 


It also implies provi 
age and insti- 


nity integration; as describe 


al Namutamba project in Uganda. 
to break across class, 


w them to follow separate paths more 


sion of 


opportunities for learners 
tutional divisions to allo 


easily at their own speed. 
Implications for the des and revision o, woilities and 


materials: 
tive designs of build- 


This includes consideration of alterna 
nd equipment to suit new purposes and to pro“ 


e and the design, provision 
jals to suit new policies 


ing, furniture al 
ties for multiple us 


vide possibili 
mater 


and distribution of educational 


and new learning styles: 


aA x 


Inplicatione for polietes of assessment and guidance: 


This would involve modification of present machinery and 
structures. The administration of examination systems, for in- 
stance, is, in many countries, bureaucratic, inflexible and 
highly centralised. To be more in tune with the principles of 
lifelong education, devolution of control, diversification of 
content and a loosening of restrictive regulations would be in- 
dicated. 

Provision of a system of guidance to provide an increasing 
volume of useful information for learners and about them is 
also implied. 


Implications for Costs, Staffing and Training 


It would be idle to neglect the financial and manpower implica- 


tions that such a change of emphasis would imply. The initial 


re-education of communities to accept new patterns and values 
together with the building up of the ex 


pertise necessary to 
administer a more flexible system 


» to produce new materials, 
devise new assessments, 


change of direction. 
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Iv. 
TEACHERS AND TEACHER PREPARATION 


Of all the 
den factors necessary to the implementation of new ap 
es t : 
tinis o the curriculum, the reorientation of teachers is 
a t 
y the most important, was so recognised by the seminar 


and i i 
is thus discussed here in some detail. 


Mho Teaches? 


The id 3 

i eas of lifelong education and of basic education clearly 
e " 
gest possibilities of a very much wider interpretation of 


the t 
ioc erm teacher and a radical redefinition of the teacher's 
e. 


Ti 
he principles that all teacher 


fessio 

nally trained to a minimum standard of entry to a pro- 
"teach" full time, usually in 
s are possi- 


s must be educated and pro- 


f 
ession, that teachers should 


Peli must be questioned. For many alternative 
wine SR appear more practicable in developing coun- 
Ji ee minii are already being tried, These include the 
erent patterns in the teaching learning relation- 
d his assistants deal with a 


s 
hip where a master teacher an 
the teaching 


flex 

ible pattern of group organisation in, say» 
They include the use o 
s media. 


9f basic communication skills. f ani- 
rs in conjunction with the mas 
f various kinds, 
hing basic 

the 


ge and co-learne 
hey i 
oe y include the use of part time teachers © 
om ti 
he volunteer offering his services in teac 


skil * 

ls in the evenings or at weekends, 
r or the local musician P 
n or youth 


4 to the craftsman, 
P rmer, the local health worke dai 
ari 

ed to share his knowledge or skill with childre 


eith 
er in the school or at his place of work. 
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New Roles for School Teachers and New Insights into Their Train- 
"ma oM een Insights into Their Train: 


ing 


Yet although new patterns of teaching and new kinds of teachers 
are consonant with the goals of lifelong education, their suc- 
cess will depend on the goodwill of teachers at present in the 
System. Nor should we lose Sight of the fact that the tr, 
full time teacher will continue to remain c 
cation of children in schools, 


ained 
entral to the edu- 
Consequently the understanding 
lifelong education by teachers 
in training is an essential preliminary to change, 

To achieve such understandin 
some very radical 


and acceptance of the ideas of 


g in most countries requires 


rethinking of Programmes of teacher educa- 


tion for, too often, these remain inflexible, academic, over- 


loaded and isolated from the real 
the community. Thus, "Conditions 


issues in both schools and 


in which teachers are trained 
should be Profoundly changed so t 


educators rather than specialists 
lished curricula", 


hat, essentially, they become 
in transmitting pre-estab- 


re overcrowded, 
lack money and materials. 

Teachers in the field are overworked, 
Pressures on both from quantitati 


lack sufficient qualified staff, 


isolated and undervalued. 
ve expansion, from inflation, 
and from the often unreasonab 


le demands of the "curriculum mon- 
gers" 


7 seeking radical changes 


in school Programmes virtually 
overnight - 


It follows, therefore, that if we are 
t they rethink their roles in the per- 


are enormous, 


spective of lifelong education, we must do so in the full recog- 
nition of the difficult task they perform and with the realisa- 
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tion that demands upon them for change cannot be unreasonable 

Nevertheless the identification of desirable directions m 
change for teachers and the institutions which prepare them is 
both necessary and possible. 


Teachers could evolve: 


Towards becoming more aware of the importance of lifelong 


education and of its characteristics. 
kills and attitudes which enhance 


Towards developing S 
bility and help them develop educa- 


their own educa! 
bility in learners. 
Towards becoming more capable of learning on their own, 
better able to organise and evaluate their own 
d better able to help others to do so. 
re capable of inter-learning, both 
giving and receiving help from others, and becom- 


able to help pupils do likewise. 
ning and re- 


learning an 
Towards becoming mo 


ing more 
Towards becoming more aware of ways of leari 
rces available outside the school; of the 


sou 
s role and limitation as one of a number 


school! 

of sources of learning. 
Towards becoming more flexible, adapt 

liant in respect both of leari 


able and self re- 
ning and living and 


better able to encourage these qualities In 


others. 
Towards setting a better example @ 


But i 
in order to achieve such directions of change, 
evolve towards new ap^ 


d towards 
f such 


s lifelong learners. 
institutions 


Pre| 
Paring teachers need, themselves, to 


TO 
Proaches to the content and methodology they select 9^ 


new 1 
Patterns and structures. Possible characteristics © 


inst 
itutions are categorised in Table 2. 
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Already institutions exist exhibiting many of the character- 
istics categorised in Table 2 - excellent examples being the 
Ecoles Normales Régionales in Senegal, but in many cases effec- 
tive progress towards these ends (accepted by nearly everyone as 
being desirable) is hampered by present curricula and methods, 
large portions of which have to be excised if the sort of flexi- 
bility implied in the model is to be achieved. Such excisions 
would provoke violent opposition from the forces of educational 
conservatism. 


Different Modes of Teacher Preparation 


A final insight is afforded if we consider the modes of teacher 
preparation conventionally referred to as "pre-service" and "'in- 
service". In the perspective of lifelong education the distinc- 
tion between the two is less easy to justify, especially if it 
brings with it the implication, still frequently accepted, 

that "pre-service' training should absorb the major investment 
in time and money, leaving "in-service" activities as a means 
of topping up or "refreshing" teachers. 

In fact the first stage of teacher education can be seen to 
stand in the same relation to the career-long process as the 
basic cycle does to lifelong education. Like It, it can serve 
to promote "teacher educability". Like it there can be and are 
being developed many patterns and paths including various forms 
of initial preparation linked to ifiternship as in Jamaica,sand- 
wich courses as in Northern Nigeria, or multi-media courses as 
in Lebanon or Jordan. No comprehensive survey exists of recent 
attempts, particularly in developing Countries, to build flexi- 


bility and diversity into the process of teacher preparation 


Table 2 


The Role of a Teachers College in the Perspective of Lifelong Education 


Curriculum — content 
1. Helps students become aware of the need for lifelong learning. 


ra 
8. 


. Enables students to become aware 


Helps them identify and understand the characteristics of lifelong education and 
apply it to their own teaching, their own learning in college and their own lives. 


Helps them „learn how to learn” 
(i) through development of a wide range of basic skills and 
intellectual abilities; 
(ii) ^ through familiarisation with a number of learning strategies; 


(iii) through exposure to a variety of methods and media; 


(iv) through helping them to plan their own learning. 
of the wide range of areas of learning, their inter- 
ortance of each in the development of the whole individual; 


relatedness and the imp 
on of these concepts to the school curriculum. 


emphasizes the applicati 


Includes study of the comm 
students to make similar investigations in re: 
schools in which they work. 

college with other forms of learning in the community, e.g. 
and encourages students to make similar 


unity and the learning processes within it and encourages 
spect of the communities served by 


Integrates learning in the 
health, agriculture and political programmes 


links in their schools. 
school and college learning together as part of the same process. 
-service training together in a continuum. 


Links family, 
Links the content of pre-service and in 


Curriculum — methodology 


Ti 


Maintains flexibility within learning groups and within college programmes and helps 


students maintain such flexibility within schools. 


Emphasizes development of skills and attitudes in individual students both in college 


and in respect of pupils in schools. 
uman and material sources and resources for 


Emphasizes the very great range ofh 
dents to use these in their teaching. 


learning available and encourages stu! 


Curriculum — evaluation 


1. Maintains a very flexible system of evaluation employing a variety of modes and 
techniques and trains students to use these in schools. 


2. Emphasizes continually the importance of self-evaluation and encourages students 
to develop this quality in their pupils. 
Structures and organisation 


1. Maintains a flexible timetable structure within the college — placing great importance 
in the informal curriculum. 


2. Relates very closely with programmes in schools and other educational institutions. 


3. Plans the provision of pre-service and in-service teacher education and training 
as part of the same process, 


1. Employs staff knowedgeable and committed to ideals of lifelong education. 
2, Facilitates exchange of staff beteween college, schools, other community education schemes- 


3. Invites workers in the community into college as teachers and demonstrators and 
encourages students to make use of similar teachers in their schools 


EE ES 


and the seminar believed that such a survey could be very use- 


fully undertaken. 


NOTES 


1. "Meeting of Experts on the Basic Cycle of Study, Paris 
Unesco-House, 24-29 June 1974. Final Report". ED-74/CONF. 
622/5. Paris: UNESCO, 1974, pp. 9. 

2. These definitions originate from a Working Payer provided 
by Dr. R. H. Dave for a Unesco Institute meeting on Curricu- 
lum Evaluation in 1975. 

3. Learning to Be, p. 217. 


4 DIRECTIONS OF CHANGE 


This final chapter records the last two days of the seminar, 
a time when the members took a second look at the concept of 
lifelong education, asking themselves whether the idea itself 
still appeared to them to have relevance to future educa- 
tional development and if so what actions could be taken 
within the systems and the institutions represented. For theo- 
retical acceptance of a Principle without commitment to doing 
something about it can be an attractive option when resources 
are scarce and a system overloaded. 

Three days of wrestling with the concepts had left members 
even more convinced of the richness and power of the ideas 
but with an even greater appreciation of their complexity, of 
differences in the ways they could be applied 


» of the dangers 
of misunderstanding and misuse, 


of the financial and adminis- 


lengthening cycles of formal Schooling; 


centralisation of 
school curricula; 


increasing initial Periods of teacher pre- 
paration eliminating all uncertified teachers from school. 


-P 


Now, suddenly, all these are being called to question. Hasty 
implementation of new policies not fully accepted or understood 
could lead to disillusionment and eventual rejection, making 


any future steps very difficult to take. 


The Role of Institutions 


For different participants and different institutions represent- 
ed at the seminar, different perspectives and dif:erent roles 
naturally emerged, for those involved in the consideration of 
policy changes in the education system as a whole, for the cur- 
riculum centres, for research institutes, and for institutions 
for teacher education whose spheres of interest and influence 
cted. Often such restricted responsibi- 


are somewhat more restri 


lity seems very much "out of tune" with the wide and interre- 


lated nature of the issues being considered. If the policies 
of a curriculum development centre are not, for instance, very 
closely linked to those of the teacher training or the evalua- 
tion system, then the curriculum plan, the methods through 
which it is interpreted and the evaluation of it will lack co- 
herence. |f professional and administrative policies are out 
of gear with one another, then the intention to provide a more 
flexible programme of different teaching materials or a new 
approach to evaluation may well founder. |f different forms of 
education are differently planned and managed, costly overlap- 
ping will occur. 

These problems exist and were voiced by seminar members, but 
they are problems of which nations are well aware. The inten- 
tion to coordinate efforts is present and could be reinforced 
by seminar members through the individual influence they exer- 
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Cise as members of committees and working parties involved in 
wider policy planning. In many countries the means are already 
established, as in the curriculum developing centre in Uganda 


which is responsible for adult and school programmes alike. 


Taking First Steps Forward 


Once there exists some form of commitment towards the idea of 
lifelong education, even though the commitment may extend no 
further than a wish to examine the implications of the idea, 
two related processes are necessary. The first is to take a 
look into the future, as any planner does, identifying and 


clarifying goals, weighing implications and considering al- 


ternative strategies. The second is to consider present si- 


tuations, present resources, present achievements and nec- 


essary and attainable "steps forward" which can lead along 


the path which is considered desirable. Such steps towards 


better understanding of lifelong education and its implica- 


tions and towards considering and effecting the changes im- 


plied in these understandings were considered by seminar 
n systems, the prob- 


nd the role of the 


members from the perspective of their ow 
lems they faced and sought to overcome a 


institutions represented within these Systems. Four catego- 


(1) diffusion and discussion 


(including fundamental and 
applied research, action research and Survey work); (111) 


development projects, referring to trial Projects conducted 
on a limited scale and subject to formative ey, 


ries of action were identified: 


of the new ideas; (11) research 


aluation, mo- 


(Iv) limited 
changes, involving smaller or larger scale changes 


dification and possible wider diffusion; 


in policy 
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and practice which contribute in some degreee towards better re- 
alisation of the goals of lifelong education. The four catego- 
ries are now considered briefly in the perspective of the coun- 


tries and institutions represented. 


|. DIFFUSION AND DISCUSSION 


It takes time to think out and argue out new approaches. Hasty 
commitment to ideas and hasty policies for action are liable to 
rebound on the policy maker. Unless a critical mass of people 
involved in the provision and receiving of education have an 
understanding and commitment both to the ideas of lifelong edu- 
cation and to transforming these ideas into action, these ideas 


will remain, as they do now, on paper rather than in practice. 


Mhat's to Discuss 


At any level at which they are discussed the ideas need to be 


approached as concretely as possible. A clarification of what 


we mean by lifelong education needs necessarily to be followed 


by other specific questions. How may these new ideas affect 


"our" role? (as curriculum workers, teachers, administrators). 
How might they affect 
tures) and would these 


Mhat resources would b 
are available? What knowledge is available of present prac- 


wider issues in edcuation (e.g. struc- 
, too, have implications on "our" work? 


e needed to implement them? What means 


tices? Who needs to be convinced and how? 


Table 3 
Directions of Change (Based on Experience from Algeria) 


Indicators Problems to Solve 


|. Flexibility a) In relation to educational systems 


1) Incompatibility of school and non-formal systems 
of education 


2) Direct transfer of formal academic practices to non-formal 
education 


3) No sharing of methods and means between formal and 
non-formal education 


b 


In relation to communities 
1) Importance attached to scholastic awards 


2) Limiting the right to benefit from education to certain 
fixed age groups attending formal schools 


C) In relation to teaching 


1) Rigidity of curricula, their strongly theoretical, 
formal and factual character 


2) Predominance of teacher-centred instruction 


3) Over-emphasis of Oral and written media 


Il. Diversity a) Over-emphasis on cen 


tral contro! of educational 
structures and functi 


ons 
b. 


Over-emphasis placed on bureaucratic regulations 
IIT. Integration a) Compartmentalizatio 


" itself 
^ both within the educational system itsel 
and at administrative 


and political levels 
b) Friction, Criticism, o 


Pposition and waste in the 
management of edu 


ication 


Possible Solutions 


a) 


b) 


c) 


a) 


b) 


a) 


b) 


1) Stressing the unity of the whole educational 
system 


2) Stressing the use of activities outside the educational system 
as alternative modes of education 


3) Stressing the qualities that all socio-educational 
resources have in common 


tions gained outside school 


1) Increased recognition of qualifica 
sume his studies when he 


2) Recognition of the right of every adult to re 
Wishes to, using school and outside resources 


1) Towards reshaping the curriculum with the intention of making it more varied 


more practical and more economical 
re widespread 


2) Activity methods and group work to be mo 
s in real life situations 


3) Introduction of technological processes and studie: 
and with the help of skilled technologists 


Decentralise and encourage flexibility in structures and curriculum. Give local 


Power to initiate and develop particular schemes 


Promote intercommunication between different levels of authority in order to 
|, and material assistance 


achieve maximum technical, methodological, 
Desire to integrate the purposes of school and out-of-school activities for the same 


educational purpose and under the same aegis 
Setting up decentralised structures to integrate educational, economic and political 
Power which must be exercised in an atmosphere of collective discussion 

Necessary to solve educational problems including those outside the school 
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The more homogeneous the group the more specific discussion 
can be. Clearly a group of textbook writers or an examination 
panel may come to far more narrow and practical conclusions 
than a high level meeting such as the Hamburg seminar, but dis- 
cussion and diffusion need to take place at all levels, for all 
are involved. 


Who Needs to Discuss? 
——À Io "iscuss? 


Policy Level 


Diffusion activities were identifiea at various levels. At the 


highest and most general level they would include seminars and 


movement, village 
industrial social workers, family 


Sipe 


Institutional Level 


Within curriculum centres a variety of forms of discussion are 


possible and desirable. Working parties of curriculum workers 


e ideas themselves and their implications on 
from the setting 


should examine th 


the related aspects of curriculum development, 


of objectives through the selection and organisation of content 


Implied in this activity is the 
olicies for it 


to evaluation and diffusion. 
need to take a hard look at current curricular pi 


is as important to identify practices which do not contribute 


towards lifelong education as it is to recognise those which 


do. In this respect it is appropriate also that priorities be 
considered. A particular curricular activity e.g. a New Mathe- 
ycle of studies may be justi- 


matics programme for the basic C 
(because it develops many 


fiable if we look at it in isolation 
desirable skills and thought processes) but far less eas 
e and effort it demands are set against 

ime and effort may be de- 


y to 


support when the tim 
the alternative ways in which that t 
ployed. 

From the curriculum centre as à base, 
widened to include all other agencies currently providing edu- 


cation but hitherto never brought into the debate: adult ex- 
, religious teachers and 


discussions can be 


tension workers, vocational trainers 
s have a 


] curriculum development 
ds such wider diffusion 


many others. Proposals by Mauritiu ]ready been mentioned. 


and it is significant that nearly al 
centres represented reported moves towar! 
and discussion of new directions in education. 
Teacher preparatton at all levels is anothe 
diffusion and discussion is needed. It may take place within 
programmes of initial training, and in this respect the produc- 
tion of suitable teaching material either separately or as part 


r area where 


But there is every 
for discussion to be initiat 


ed within existing in- 
service programmes, 


for whatever is under consideration, be it 


he use of audio-visual aids or School admin- 


Te-education of teachers, 


redio scripts could be des 
internationally, 


International Aspects of. f fusion 
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(3) Structured and detailed discussions within curriculum 
development centres and indicated by them for wider 
groups of education workers - 

(4) Discussion within in-service teacher education courses 
(new materials are needed). 

(5) Discussion within in-service trainin 
variety of contexts. 


(6) Discussion provoked by the mas 
e wider community (design of 


g of teachers in a 


s media, aimed both at 


educational workers and th 
scripts necessary). 


(7) Exchange of informatio 
es as well as more general repo 


n at an international level, 


through case studi rts. 


|l. RESEARCH 


An important aspect of the initia! process of discussion is 


the identification of areas in each system where informa- 


tion is lacking and may be collected, together with consid- 


eration of who might collect it, through what means and 


methods and how they may use it 
Two aspects in particular wer 

In each case i 

ed at a variety of different 

d in funda- 


once it is available. 


e identified, the context 


and the means for change. t was stressed that 


information could be collect 
e research worker engage 


levels from the full tim 
r student work- 


mental research to the individual teacher o 


Ing within a local community: 
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The Context for Change 
EE Tor Change 


The need to undertake evaluation of current curricula from a 
new viewpoint has already been mentione 
methods, materials and evaluation 
jected to Scrutiny, 


d. Objectives, content, 
Procedures may all be sub- 


information about wha is actually 


happening within the Society: what forms of education are at 


present being employed 
who provides them and 
about and by whom; 
of such information 


» especially in the non-formal sector; 
for whom; 


the national level. 


The Means of Change 
OF Change 
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ti $ y 
“ian. of possible "points of entry" from which change could be 
initiated. As previously indicated, such studies are applic- 


able both for a national committee or national institute but 


equally so for local colleges or local "development commit- 


tees", 


International Aspects of Research 


| 
nformation whose value extends beyond national systems needs 


to be shared and some (though not sufficient) facilities exist 


for this purpose. The role of institutions like the African 


s has already been mentioned. The 


Unesco Institute in Hamburg also has a role both in acting as 


a clearing house and in making available research reports of 
g Education and 


Bureau of Educational Science 


its own projects. Its current work on Lifelon 
Evaluation of School Curriculum clearly has considerable re~ 
levance. 

SUMMARY 
Research activitie 
many levels. They may include: 

(1) Studies of the context for lifelong 
re-examination of all aspects of current C 
studies of ways of learning, attitudes to learning and 
alternative paths to learning within present societies. 

(2) Studies of the means of change, including resources, 
facilities for coordination and possible points of en- 


s are both possible and desirable at 
education including 
urricula and 


try. 
(3) International cooperation | 
findings (a role for the Unesco Inst 


n reporting projects and 


itute). 
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eee 


Although countries are rightly wary of embarking upon widespread 
changes in education without trial or evaluation, they are often 
willing to invest in experimental projects. This willingness in- 
creases as disillusionment with current patterns of education 

grows. The advantage of a development project is that it allows 
fora relatively fundamental change to be put into effect fairly 
quickly and without very great commitment. Its disadvantage lies 


in the fact that the more sweeping the change the more difficult 
it may be to replicate. Develo 


pment projects take many forms and 
could involve the following: 


(1) Various forms of vertical op horizontal integration of 
educational facilities within a Limited area, 


The development School project in Indonesia provides a 
good example as do communi t 
Tanzania. ? 


(2) Trial curricula, materials 
for teacher Preparation). 
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been mentioned; on a much larger scale are the trial pro- 
grammes developed by the IPAR? in the Cameroon. In Kenya 
curricula are being developed aimed towards increasing 
the development of those practical manipulative skills 

so necessary to enhance the educability of the rural 
child, 


Various trial pro 
including a very significant international project based 
colleges 


grammes of teacher education exist 


on the Unesco Institute in which six teachers' 
in five countries (including two institutions in India 
and one from Singapore) have introduced experimental 

curricula in varied forms and are attempting to evalu 


change in performance and attitudes of their students as 


ate 


a result, 

Additional alternative possibilities exist fo 
controlled trial of various forms of educational media 
from books to radio and television aimed towards de- 
veloping educability, changing learning styles and pro- 
moting integration. Some developmental work exists here 
in Indonesia and the Philippines (coordinated by the 
SEAMEO regional centre INNOTECH ) where effective low 


cost means for mass primary education are being examined. 
g the trial of alterna- 
but however 


r the 


Development schemes involvin 
tive methods of assessment are also possible, 
educationally desirable these may be, they are likely 
to encounter social and political pressure and may con^ 
sequently prove difficult to launch. 

SUMMARY 


Development schemes (involving limite! 
e and many are in 


d trial and evalua- 


tion of new approaches) are desirabl 


operation. Schemes can profitably concentrate On: 
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(1) Integration of educational opportunities for different 
categories of learners - dealing with limited numbers of 
limited geographical areas. 

(2) Curricular innovations of various kinds - involving trial 
Programmes, new approaches to materials and media, new 


Patterns of assessment, new approaches to the preparation 
of teachers. 


IV. LIMITED CHANGES 
—— 


identification of steps 
along the desired Path is possible. Such steps may be long or 


short and may legitimately be made by those who have little 
intention of travelling down the whole road. 


Many instances were Cited of steps already taken and many 
Suggestions made of further lim 


ited changes that were both 
desirable and possible, 


In the short time available no attempt 


thing reported at the seminar; but it 
ide range of actions possible. It will 


tallment of some other st 
ing system. For example į 


teachers in training each 


ructure or activity within the exist- 
f it were considered desirable for 


to make a specia] study of opportuni- 


Table 4 
Some Limited Changes 


Direction of Change 


Promoting a Debate 
1. Setting up national seminars, national commissions and study groups. 


2. Setting up local study groups or their equivalent. 


3. Allocating time and resources for the study of lifelong education in schools, 


colleges and in-service programmes. 
4. Writing, translating, producing, recommending books, 
radio programmes. 


units of study, 


Setting up machinery to plan and coordinate 


1. Devising integrated structures for planning education at national, local 
centre level, 


or curriculum 


— alternatively — 


2. Promoting coordinating machinery at the same levels (usually through board 


Or committee structure). 


Facilitating the gathering of information 


1. Setting up machinery and funding research at various level 
education and lifelong education. 


s relevant to basic 


2. Allocating time and resources to such study within school and teacher 


education programmes. 


Example of a step towards this* 


- National seminar held (Malaysia), 


- Discussions promoted with teachers union, local education offers, local government 
and community organisations (Indonesia). 


. Insertion of a unit "lifelong education” in Principles of Education syllabus in teachers 
colleges to promote both discussion and practical action. 


. Production of a local edition of “readings” i.e. from Learning To Be and UIE monographs. 


. Structure of Ministry revised to incorporate wider functions (Algeria), Curriculum 
centre set up with responsibilities for both school and adult education (Uganda). 


. Coordinating board set up for all out-of-school education (Kenya) 


. University Institute undertakes to Prepare an inventory of alternative learning 
systems within the community (Nigeria). 


. Report on „education within my local community" required of all teachers in 
training and evaluated, 


Where examples given reflect a step actively taken, the relevant country is 
cited. In other cases examples are taken from proposals made by seminar members. 


Promoting desirable curriculum change in basic education 
1. Evaluating current curricula in the light of the goals of lifelong education. 


2. Formulating and issuing statements of objectives. 


3. Accepting elements of flexibility, diversity and integration within curriculum 
plans, teaching and learning styles and use of teaching and learning materials — 
in place of a more rigid official programme of studies. 


4. Promoting desirable changes in evaluation policies and techniques. 


Accepting alternative structures in the school system 
1. Promoting flexibility in time, age and stage particulary in respect of basic education. 


2. Promoting structural links between school and adult education. 


Modifying programmes of teacher education 


1. Modifying curricula. 


2. Accepting alternative structures. 


1. Re-evaluation of goals of Primary education undertaken by Ministry of Education (Fiji). 


. Formal statement issued on the role of 


the school in relation to the local 
community (Zambia). 


. (i) Unit structure in Primary science replaces formal syllabus, 
(ii) Individualised reading scheme developed and recommended, 
(iii) Children’s magazine published regularly (Saudi Arabia), 
(iv) School and community join in programmes of community work (Iraq) 
(v) TV programmes of educational value e.g. health, designed for viewing 
together by different age groups (Kuwait), 


. (i) Standardised tests for reading developed (Ghana). 


(ii) Diversified forms of pupil evaluation in place of a single form of evaluation 
through examination accepted. 


(iii) Self-evaluation materials developed in mathematics 


Zum) Two year alternative programme of basic education for older learners initated (Iraq). 
(ii) Ungraded elementary school developed (Saudi Arabia), 


. (i) - School buildings used for adults, Adults from the community invited into 
the school to teach special skills (Uganda). 
(ii) "Rural education centres” used for basic education through radio (Pakistan). 


- College curricula redesigned to reflect greater emphasis on skill training, individual and 

inter-learning, 

(i) New flexible programmes of teacher improvement initiated (Afghanistan). 

(ii) Advisory centres for teachers opened (Kenya). 

(iii) Entry into teachers colleges made possible for community teachers other than 
school teachers (Ghana), 
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ties for and attitudes to education in their local community, 
some of the conventional factual content of Education courses 
would have to be omitted to allow for this activity to be per- 
formed satisfactorily. 

A selection of actions taken or recommended by seminar mem- 
bers is summarised in Table 4. 


SUMMARY 
Once desirable directions of change have been established 


towards facilitating lifelong education a number of steps 
towards these directions may be taken, great or small ac- 
cording to the needs of the system and the constraints 
operating against change. 

Each step represents observable progress and leads on 
towards the next one, but every step requires an adminis- 
trative decision and usually some human and financial in- 


vestment. 
Steps have been identified towards: 


(1) Promoting a debate. 

(2) Setting up machinery to plan and coordinate. 
(3) Facilitating the gathering of Information. 
(4) Promoting desirable curriculum change in basic education. 


(5) Accepting alternative structures in the school system. 


(6) Modifying programmes of teacher education. 


Conclusion 


Participants met to share ideas. There was no intention that 


this seminar should efficiently recommend policy changes or 
issue resolutions. Some modest commitments were, however, 


made. The Hamburg Institute would continue its diffusion 
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activities through publication of results of its ongoing pro- 
jects and possibly through regional meetings or seminars link- 
ing countries with similar problems. Participating countries 
undertook to keep the Institute aware of new activities and in 
particular of suitable subjects for its case studies. Addition- 
al immediate diffusion activities would also be organised by 
many countries following the seminar. 

Yet the most important result of the week was that just a 
little more clarity had been given to a very significant but 
very complicated idea and its importance as a master concept 
further clarified. On the one hand it was realised that a 
sudden and dramatic change of policy towards an educational 
system based on the principles of lifelong education was 
hardly likely to be feasible in developing countries, Quite 
apart from the quite staggering implications, on manpower, 
money, materials and reform, and the fact that the resis- 
tance of educational conservatism must be slowly and pain- 
fully broken down over the years, there was the further re- 
alisation that since the ability to profit from lifelong 
education depends on the attitude in a learning society and 
the attitudes of individuals within that society, it is not 
merely a matter of governments providing new educational op- 
portunities but equally of individuals and groups seeking 
and wanting to seek further enlightenment. No single stroke 
of government policy will achieve this. Commitment to the 
idea is bound to be piecemeal, partial and slow. 

But at the same time it was realised that earlier scepti- 
cism about the adaptability of ideas of lifelong education 
in developing countries was equally misplaced. Arguments that 
the concept was too vague, too utopian, too costly to prove 


of practical value held little validity once the meaning of 
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master concept was fully grasped, one we began talking of new 
directions, new perspectives, individual initiatives and modest 
realisable changes rather than great grandiose revisions of 
policies. 

Indeed to return at the end of this report to the great edu- 
cational problems cited in Chapter 1 (pages 9 to 14), perhaps 
in every instance the perspective of lifelong education ‘was 
seen to have added just a little light to their solution. 

This is because the new perspective contributes towards 
breaking down categories in society by giving individuals the 
will and means to break out of them, towards developing new and 
more rational definitions of quality and relevance and, finally, 
towards a notion of efficiency which uses more resources better. 

And as for the wider and more universal human problems, is it 
not reasonable to suppose that in a world beset by crises which 
in the final analysis must be solved by the will and the efforts 
of individuals and groups within societies rather than by poli- 
tical rhetoric, an educational orientation which invites learn- 
ers to go forth and look for solutions is more likely to provide 
salvation than one which suggests that they troop hopefully to 


school in the expectation that governments will there feed them 


with all the answers. 


NOTES 


ablishment of such committees is underway or 


1. Already the est 
under discussion in many areas, €.9. in Finland, and indi- 
vidual country reports from participants stressed repeatedly 


the need for such coordination facilities at local level. 


2 
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See description of the Ruvuma Development Project in H. 
Houghton & P. Tregear Coimmmity Schools in Developing Coun- 
tries. Hamburg: Unesco Institute for Education, 1969. A film 
"Communi ty Schools in Tanzania" has also recently be released 
by the Tanzanian Ministry of Information. 

Instituts de Pédagogie Appliquée à Vocation Rurale. 

The Regional Centre of Educational Innovation and Technology 


in Saigon set up by the South East Asian Ministers of Educa- 
tion Organisation. 


APPENDIX A 


Twenty concept characteristics have been tentatively identified 
by R. H. Dave and were first published in Monograph 1 in this 


series, Lifelong Education and School Curriculum (pp. 14-25). 


They are reproduced here since they formed an important basis 


for discussions during the seminar. 


1. The three basic terms upon which the meaning of the concept 
is based are "Life", "Lifelong" and "education". The mean- 
ing attached to these terms aid the interpretation given to 
them largely determine the scope and meaning of lifelong 


education. 

These terms that constitute the compo: 
education" require detailed elucidation. 
"education" are themselves very comprehensive and multidimen- 
sional. The variation In the meaning of these terms in dif- 


ferent socleties and at different times results in various 
of lifelong education. 


site term "lifelong 
The terms "life" and 


modalities in the operational meaning 
Also, the view held regarding the relationship between edu- 


cation and learning is very crucial. This determines the dif- 
ferences, if any, between life-long education and lifelong 
learning. The term "lifelong" is very significant as it in- 
dicates the time-span of learning. Lifelong education begins 


with the beginning of life and ends 
subsumes all stages and aspects of human 
varied roles that individuals have to play at each stage. 


with the end of life. It 
development and the 
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Education does not terminate at the end of formal 
schooling but it is a lifelong process. Lifelong edu- 
cation covers the entire life-span of an individual. 


Education should no longer be treated as synonymous 


with formal schooling, as is often done in practice, per- 

haps inadvertently. Furthermore, formal education acquired 
during childhood and youth is not adequate to save oneself 
from professional as well as cultural obsolescence during 
the later period in life. The need for extending the 
Process of socialisation throughout the period of life in 
a planned manner is becoming more acute. Extension of edu- 
cation throughout the life-span has also become essential 
to reduce the inter-generational gap that has emerged as 
another new problem in a swiftly changing society. There 
is also a problem of the intra-generational gap which is 
the consequence of unequal educational opportunities and 
other factors. This can also be taken care of to a large 
extent by making education open and non-terminal. This is 
not to say that formal education does not stop till the 
last day of the individual's life, This only implies that 
the attitude and habit of lifelong learning are to be 
inculcated in people and a learning environment is to be 
generated in the society so that it is transformed into a 
learning and growing society. Formal learning is not go- 
ing to be continuous, but it is the access to learning at 
any time in the life of an individual according to the 
felt need that really matters. 


3. Lifelong education is not confined to adult education 
but it encompasses and unifies all stages of education 
- pre-primary, primary, secondary and so forth, Thus 
tt seeks to view education in tte totality, 
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It is often stated that lifelong education begins when for- 


mal education in school or university is completed and that it 


is for adults alone. There is a historical reason why lifelong 
education is viewed by some as a programme of continuing learn- 


ing during adulthood. However, the view that lifelong educa- 


tion includes all stages of education is now widely accepted. 


neludes both formal and non-formal pat- 


4, Lifelong education i 
planned as well as incidental Learning. 


terns of education, 
Education according to this element of the concept is no 


longer confined to institutionalised learning. It includes all 


stages, aspects and situations of personally and socially de- 


sired learning and thus attains the widest possible meaning. 


Out-of-school education is an integral part of total educa- 


tion. In essence, this concept includes the whole continuum 


of situations for purposeful learning ranging from well- 
planned and institutionalised learning to non-institution- 


alised and incidental learning. 


t, most subtle and crucial role in 
of lifelong learning. This continues 
f an individual through a 


5. The home plays the fire 
initiating the process 
throughout the entive life-span o. 
process of family learning. 

n the members of the family constella- 


The interaction betwee 
the life style of the family and 


tion, the home management, 


other factors constituting the educational environment in the 
home are very important in lifelong education. In fact, the 


home, a primary social 
cy which initiates the learning process and continues it 


throughout the lifetime of an Individual who finds himself in 
ations as time passes. 


institution, becomes an educative agen- 


different roles and configur: 
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6. The community also plays an important role in the system of 
lifelong education right from the time the child begins to 
interact with it, and continues tts educative function both 
tn professional and general areas throughout life. 


The term "community" is very comprehensive. It includes 
neighbourhood, peer groups, kinship groups, socio-cultural and 
political groups, professional groups, trade unions, and so 
forth. It also includes industries, commercial enterprises, 
public administration and all other Places of work where the 
individual continues to learn in a planned or incidental man- 
ner. Similarly, religious institutions, and organisations for 
social welfare are included under the community. The media 
for mass communication such as newspapers, radio and TV are 
also a part of the community that have a vital share in the 
process of lifelong education. Thus the whole range of social 
structures is brought into play in providing a vast variety 
of learning systems for every member of the community to de- 


velop himself and participate creatively in the development 
of others, 


7. The institutions of education Like schools, universities 
and training centres are of course important, but only 
Q8 one of the agencies for lifelong education. They no 
longer enjoy the monopoly for educating the people and 
can no longer exist in isolation from other educative 
agencies in the society. 

Thus formal schooling is only a part of total education 


and, as such, it has to be integrated with other educative 
agencies and activities. The aspirations of lifelong educa- 
tion cannot be fully realised without eliciting the active 
participation of a variety of Potentially educative agen- 

cies existing outside the special institutions established 


for education such as the school. This position calls for 


————— 
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the reinterpretation of the role of the specially contrived 
system of education including schools, universities, and other 
institutions of formal education vis-à-vis other educative 
agencies. Such an analysis is important for identifying the 
relative and complementary functions of the so-called formal 
and informal systems of education in the perspective of life- 


long learning. 


8. Lifelong education seeks continuity and articulation along 
the vertical or longitudinal dimension. 


Each stage of human life involves learning so that optimum 
growth and a sense of fulfilment for that stage in life are 
attained. |t further attempts to prepare for the next stage(s) 
and for accomplishing a higher quality of personal, social, 
and professional life. To achieve these purposes, continuity 
and articulation along the vertical dimension of education are 


essential. 


9. Lifelong education also seeks integration at its horizontal 
and depth dimensione at every stage in Life. 

For any particular stage in life, Integration between the 
physical, intellectual, affective and spiritual aspects of 
life is necessary for full development of personality. Such 
gration is also required for performing personal, so- 


an inte: 


cial, and professional roles in a harmonious manner and for 


taking care of all tasks ranging from the simplest to the most 


complex ones in an optimally effective manner. 
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10. Contrary to the elitist form of education, lifelong educar 
tion ts universal in character. It represents democratisa- 
tion of education. 


Education, according to the new construct, is no longer the 
prerogative for a few. Equality of access to education for all 
is provided at any stage in life, the chief criterion of eligi- 
bility being one's capacity to profit from it. During the past 
several decades the main effort the world over was to universal- 
ise primary education. In the new educational scene, efforts 
will have to be made to universalise lifelong education. In 
these efforts lie the seeds of democratisation of education and 
the consequent fulfilment of an important human right. This 
ideal might call for a different strategy for technologically 
less advanced countries compared to that of the others. 


11. Lifelong education is characterised by ite flexibility and 
diversity in content, Learning tools and techniques, and 
time of learning. 


A system of lifelong education breaks away from a monolith- 
ic, uniform, and rigid system of education. It allows learning 
to take place at one's own pace and time and according to one's 
own areas of interest. |t responds to the diverse needs and 
circumstances of individuals. As knowledge expands and new 
skills develop, diversity in the content and form of learning 
increases and the process of learning becomes individualised 
and self-directed. As one acquires skills and understanding 
about one's own learning, one moves towards self-learning and 
self-directed learning. Even in the programme of group-learn- 
ing, which will be needed for specific purposes, the individ- 
ual participates to an increasing degree in deciding the con- 


tent and tools of learning. Rigid entry requirements, formal 
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certificates, and such other things that come in the way of 
allowing individuals to pursue their new interests and develop 
their full potentiality are to be replaced by a flexible, unre- 


strictive, and open education system. 


12. Lifelong education ts a dynamic approach to education which 
allows adaptation of materials and media of learning as and 
when new developments take place. 


Lifelong education is geared to the needs of a changing so- 


ciety. It is sensitive to change and absorbs new developments 


in the content of learning as well as in educational technology. 


s individuals to adapt themselves to the changing world 
n the pro- 


It enable 
and also prepares them for creative participation i 
cess of change. This characteristic is closely connected with 
the qualities of flexibility and diversity of lifelong educa- 


tion. 


13. Lifelong education allows altemative patterns and forme of 
acquiring education. 

This characteristic is agai 
characteristics of flexibility, diversity, and dynamism. In 
order to make lifelong education a practical reality, alterna- 
tive ways of acquiring education are necessary in place of the 
full-time, institutional ised and teacher-centred form of learn- 
nts like own-time learning, sandwich pro- 
week-end courses, newspaper courses, 
dio and TV courses, 


n intimately linked with the 


ing. Recent developme! 


grammes, evening classes, 
open universities, ra 
-aided instruction and a host of 


patterns of education. Al- 


correspondence courses, 
video-taped lessons, computer 
others are examples of alternative 


ternative learning strategies such as Independent individual- 
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ised learning by programmed instruction and other techniques, 
formal and guided learning in small groups on projects, inform- 
al learning in small groups like study circles or in large 
groups like community meetings, and combinations of various 
learning strategies are examples of alternative forms of acquir- 
ing education. Thus, creation of a variety of educational ar- 
rangements, application of different learning strategies and 
adoption of new technologies of communication to suit the edu- 
cational needs - both known and un-known - of the individual 


and the society characterise the concept of lifelong education. 


14, Lifelong education has two broad components: general and 
Professional. These components are not completely differ- 
ent from each other but are inter-related and interactive 
in nature. 


On account of scientific, technological and other advance- 
ments, many professions are directly influenced in one form or 
another. Some other professions are indirectly influenced by 
these changes. Consequently, new learning is required for main- 
taining professional efficiency. New job-skills have to be in- 
culcated, new attitudes formed and new understandings acquired 
as and when such changes come about. But the socio-economic, 
political and sci-tech changes also influence everyday life, 
generate a new culture in the society, produce new value sys- 
tems, change the extent and pattern of leisure, influence 
life-expectancy, alter life-roles, and so forth. All these 
call for the development of new life-skills, the modification 
of beliefs and attitudes from time to time, and the updating 


of information almost continuously in one aspect of daily life 


or another. Hence, lifelong education in the general and cul- 


tural domain is essential. The quantum and quality of such 


COR (ES 


education depends upon various factors like social and geograph- 
ical mobility, economic development, and socialisation of tech- 
nology. Thus, for proper adaptation to the ever-modernising 
world and for creative participation in a rapidly changing so- 
ciety, both general as well as professional types of lifelong 
education are becoming increasingly necessary. These may be ac- 


quired in a formal or non-formal, planned or incidental manner 


as the case may be. 


d innovative functions of the individual and 
the society ave fulfilled through lifelong education. 


Lifelong learning, in its varying levels of complexity, has 
always existed since the dawn of the human race for the fulfil- 


ment of an adaptive function. 
learning on account of biological and 


15. The adaptive an 


Man, at any point in history, re- 


quired continuation of 
ernal changes that brought new life prob- 


Any amount of formal educa- 
clent to take 


environmental and ext 
lems for adaptation and survival. 
tion during childhood and youth was never suff 


care of the educative function throughout life. 
always operative. 


The process of 


lifelong learning in some form was therefore 
incidental and problem- 


Such learning was often unconscious, 
stoms, traditions 


oriented. Some societies created various cu 
and life-styles to acquire lifelong learnin 
and effortless manner. The rapid and incessant changes of the 

present time have simply accentuated the need for lifelong edu- 


cation since life problems have become more complex and certain 
-disciplinary approach to 
grown for 


g in a more natural 


problems demand a systematic and multi 
, a global consciousness has 


tackle them. Consquently 
economic, po- 


the need of every individual to adapt to social, 
litical, industrial and ecological changes apart from physio- 
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logical and psychological ones. Adaptation to external forces 
calls for adjustment in the inner life. Hence, lifelong educa- 
tion is aimed at self-realisation, self-fulfilment, and the 
fullest development of personality. For this purpose, a passive 
adaption is obviously not enough. The process requires innova- 
tive and creative participation in the enhancement of cultural, 
professional, and personal growth. The ideal of lifelong edu- 
cation, viewed in the context of the modern world, greatly 


emphasises the innovative function besides the adaptive one. 


16. Lifelong education carries out a corrective function: to 
take care of the shortcomings of the existing system of 
education. 


The present system of education is under serious criticism 
for its lack of relevance to life, for its lack of meaningful- 
ness for the young, for producing disinterest in learning, for 
its isolation from the community, for its examination-ridden 
character, for its indifference to out-of-school experiences 
and so forth. Lifelong education is expected to act as a cor- 
rective measure by merging school and out-of-school education 
in a horizontal continuum, by linking education in the home, 
school, and society in a vertical continuum for fullest pos- 
sible human growth, by making all education participatory as 
well as preparatory, by paying full regard to the indidual's 
needs, problems and levels of growth, by reforming the outmod- 
ed system of examination, graduation and certification, by 


stressing learning rather than teaching, and so on. 


17. The ultimate goal of Lifelong education is to maintain and 
improve the quality of life. 
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The meaning of the term "quality of life" depends on the 
value system of a society. It depends upon the political system, 
dd of the good life, social beliefs and traditions, econom- 
ic situation, and many other factors. While there are still 
many differences regarding the notion of the good life and dif- 
aus in the living conditions in various parts of the world, 
it is clear that the human community on this "spaceship earth" 
has in many respects come closer than ever before. This is on 


accoun 
t of the new means of transport and communication, the 


emer: i i 
gence of international organisations and several other 


fac 
tors. It is true that some countries are struggling hard to 


achie i i 
ve a basic minimum level of economic growth to improve the 


sub- i " 
ub-standard life of their people whereas some others have a 


problem of effective utilisation of increasing leisure. Amidst 


t r 
his stark reality of the present day world there exists a 


unive 
rsal need for peace, a desire to counteract the dehuman- 


ising influence of technology, and an urgent necessity to pre- 


er which are a common and limited 


vent pollution of air and wat 
ni^ 


property of all people on this planet irrespective of the ter 
tori 1 YOXEGN 
orial boundaries of individual countries. These and many other 


factors like the population explosion and the indiscriminate ex^ 

ploitation of limited natural resources play a major role in 

carving out a common core of values representing the quality of 
ariations 


human life on this globe. There are of course some V 


in certain aspects of life in different parts of the world, but 
people has to 


ultimately, the personal and social good of all 
in its ultimate 


be achieved and enhanced. Lifelong education, 


analysis, aims at this lofty ideal. 


18. There ave three major prerequisites for Lifelong education, 
namely, opportunity, motivation, and educability* 
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Adequate opportunity for both formal and non-formal learn- 
ing in professional as well as general sectors is an important 
prerequisite. For many kinds of learning a rich educative envi- 
ronment in the home, community and educational institutions is 
necessary. Here learning must be as natural and effortless as 
possible. Apart from incidental learning, a variety of provi- 
sions in the form of paid study leave, in-service programmes, 
on-the-job training, etc. will be necessary to create ample 
opportunities for learning at any time in life. Once the op- 
portunities are created, the individuals must have a desire to 
learn. Lifelong education becomes more and more self-education 
and self-directed education as the person develops himself from 
stage to stage. A strong will to profit from educational oppor- 
tunities for all-sided development is therefore an essential 
ingredient for making lifelong education a practical reality. 
For this, lifelong education should consider the felt needs 
of the individuals. The process of education itself should 
further motivate the learner to continue learning. Educability 
is the third major prerequisite to achieve the aspirations of 
lifelong education. Educability is the readiness to profit from 
learning opportunities. It includes skill in the techniques of 
learning, ability to plan and implement one's own programme of 
learning, ability to utilise effectively different tools and 
media of learning, ability to carry out independent learning 
with self-reliance and confidence, ability to profit from inter- 
learning in a group or inducted learning of a formal system, 
ability to select from and take advantage of a variety of learn- 
ing strategies and situations, ability for self-evaluation of 
progress, and so forth. Education, in one sense, becomes a pro- 
cess for the enhancement of educability, and in the other, uti- 
lises educability for producing recurrent learning at different 
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stages of life and in diverse areas of growth. 


19. Lifelong education ts an organising principle for all edu- 
cation. 


At a theoretical level, the construct of lifelong educa- 
tion provides an organising principle for all education, since 
it encompasses all levels, forms and contents of education. As 
a principle, this principle deals first of all with life, 
where the individual, society and the physical environment are 
considered. It then deals with development and change through- 
out the life period, and these include different stages of 
human development; different aspects of development such as 
Physical, intellectual, social, vocational, etc.; and general 
as well as unique roles that every individual has to play in 
different situations and at different times in the life-span. 
In order to accomplish optimum development and change by edu- 
cational processes, different foundations and contents of 
education are considered. All these complex considerations 
when put together in a cohesive manner provide a theoretical 


framework for lifelong education. 


; ; Tos 

20. At the operational Level, lifelong education provides a 
tal system of all education. 
Ultimately, the theoretical concept of lifelong education 
when operationalised provides a comprehensive system of educa 
passes all learn- 


tion. This new educational arrangement encom 
From 


ing systems for the full life-span of every individual. = 
is 
8n operational point of view therefore, lifelong education 


3 stem 
Conceived as a system of education. This should be the sy 
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of all education because of the all-embracing nature of the con- 


cept. The system of lifelong education draws its guidelines from 


its theoretical framework. An operational framework of the sys- 


tem of lifelong education includes a whole complex of goals; as- 


sumptions; formal and non-formal patterns of education in the 
home, school and community; educational management including 
planning, structures, organisation, finance, etc.; and 


the entire 
technology of education including objectives, learning strategies, 
means and media of learning, evaluation procedures and 
theoretical cum operational framework should provide a 


perspective for lifelong education. 


soon. A 
total 


APPENDIX B 


THE BASIC CYCLE OF STUDY 


s reprinted, with permission, from the 
g of seventeen leading educators on 


The following extract ! 
Final Report of the meetin 
"The Basi 
p Cycle of Study", under the chairmanship of Dr. Prem 
i : 
P India), held at UNESCO House, Paris, from 24-29 June, 


1975 to di i i 
o discuss issues involved in the establishment ofab 
e in the 


asic 


cycl 
ycle of studies, in pursuance of the provisions mad, 


work i 
plan under resolution 1.221 adopted by the General Con- 


fere 
nce at its seventeenth session. (Doc. ED-74/CONF. 622/5). 


Hr. TI 
HE ORIGINS OF THE NOTION OF A BASIC CYCLE OF EDUCATION 


s emerged as a 


6. 
The concept of a basic cycle of education ha 
world. The need 


res| i 
ponse to a need in many countries of the 


for a 

en profound transformation in educational systems has been 
elt i i 

in recent years and is reflected in important changes in 


public policies for education. 


education systems were characterized 


7. Until quite recently, 
e other. Be- 


b : 
y several successive levels one on top of th 


i "n 
ause they had been established at different dates, the various 
contained; they had 


lev 
els were mutually independent and self- 
cial classes. 


different objectives and they served different so 
tive procedures served as effec- 
ed up in the 
nce - or the 


E 1 " 
xaminations and other selec 
tages and the student mov 
forma! 


tive barriers between S 
sys i is i 
ystem only in so far as his intellectual per 
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evaluation made of -it - and his social, economical and cultur- 
al background permitted. He had no right to education in the 
full sense of the term. From the start of his school experience 
his progress was determined by the quality of primary educa- 
tion he happened to receive and by the particular "stream" or 
ability group to which he was assigned. Academic or general 
education enjoyed greater prestige than technical or vocation- 
al education. This rather simplified description of education 
as it existed in many countries only a few decades ago, began 


to change under the influence of several factors. 


8. First, the demand for 8 more democratic provision of edu- 
cation was felt in many countries, where education was 
seen by the ordinary people as a passpcrt to economic success 

and social promotion. Citizens claimed education as a right 
and governments accepted an obligation to provide it more 
liberally. Democratization was seen as entailing more equal 
Opportunity in terms of access to knowledge and of chances of 
success. There was increasing pressure for equal opportunities 
for the children of all Socio-economic groups. It was also re- 
cognized that equality sometimes called for diversification in 
order to meet the special needs of groups or individuals or to 
compensate for the initial handicaps of the under-privileged. 


9. A second factor responsible for change was the explosion 


of knowledge which saw the mass of knowledge doubling 


every decade, and the need for knowledge in everyday life con- 


tinually increasing. This led to demands 


for a longer period 
of schooling 


to equip people better for life in a more techno- 


It began to be recognized that education should 
be a continuous process. 


logical world. 


At this point, the concept of primary 
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or elementary education gave way to the notion of a basic 
cycle of education of flexible duration intended to provide 


enrichment for life in the perspective of life-long education. 


10. It should be noted that the concept of a basic cycle of 
education is linked with the broadly recognised need to 
provide a stronger basis of general knowledge which will make 
it possible for the student to profit from vocational train- 
ing and employment in more complex jobs. It should also help 
individuals to achieve the occupational mobility rendered 
necessary by rapidly developing technology and changing 
occupational profiles. Specialization has therefore to be 
Postponed. Another important part of the concept is that 
each individual should participate actively in community de- 
velopment and decision-making. Everybody must be adequately 
prepared to assume their civic responsibilities. Therefore 
greater emphasis is placed on education for competent and 


active citizenship. 


-felt 
11. In a large number of countries there has been a long fel 


need for a type of basic education which would help 507 
ciety to absorb the products of the education system andlag 
away with the problem of unemployed school leavers. 

12. These are some of the factors which have led to the devel- 

opment of the concept of a basic cycle of education: |t " 

obviously entails much more than adding a few years of gel 
bodies new aims 


ing to primary education. The basic cycle em 
roac 
which must be reflected In new content, and new app 
i tures. 
the educational process and new educational struc 


hes to 
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13. Therefore it seems worth while, in the light of the expe- 
rience of a number of countries, to identify the problems 
raised by the establishment of a basic cycle in the perspec- 


tive of life-long education. 


lII. EVIDENCE AVAILABLE ON THE BASIS OF NATIONAL EXPERIENCES 


14. The factors which have led to the formation of the concept 
of a basic cycle of education and to its adoption by a 
growing number of countries have been summarized above. |t ap- 
pears that there is a visible trend towards the establishment 
of such a cycle, the need for which is perceived with varying 
degrees of awareness and which varies in pattern according to 


national situations. 


15. It goes without saying that the situation of the basic 

cycle depends upon the policy goals of the countries con- 
cerned, upon their educational and cultural traditions, upon 
the nature of their economy and the available material and 
human resources. In particular, the concept of a basic cycle 
has somewhat different connotations according to the specific 
situation and level of development of Countries. 


16. But it must be understood that the basic cycle of educa- 

tion cannot be defined mainly in terms of duration, either 
as a minimum provision or as an addition of a few years of 
schooling to the provision already in existence. The establish- 
ment of a basic cycle implies a will to do away with strati- 
fied self-contained levels. It appears that one can speak of 
the basic cycle of education only if and when specific aims 


ZH 


are clearly conceived and translated in terms of new education- 


al content and structures. 


17. While having specific aims, the basic cycle of education 

is by definition a first phase of the educational process 
in the perspective of life-long education. It should be seen 
as part of the whole and to provide education that can be ter- 
minal in many cases for the majority of those receiving it 
while at the same time preparing for further education. 


18. If one defines the basic cycle of studies in terms of aims, 


it appears Justified not to restrict it to formal educa- 


tion. The aims which justify Its adoption as a first part of 
the school system, may make it equally necessary to provide 
for those young people and adults who did not benefit or did 
not benefit sufficiently from school attendance. Therefore the 


notlon of a basic cycle of education should be interpreted in 


a broad way as applying to the world of adults as well as of 
children. 


dentified 


19. Since the basic cycle of education cannot be | 
one should 


with an extended period of primary education, 
also assume that It is aimed at providing a kind of education 
different from the traditional type of primary school. It 
should use considerable flexibility of methods, combine gen- 
eral access and diversity, and tap extensively the various 


educational resources of the community. |t should also close- 
ly relate school learning to out-of-school experience, and to 


the world of work through a two-way relationship between edu- 
cation and society, and be deeply rooted in the social, cul- 
tural and physical environment of the child and the adult. 
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All this tends to suggest a type of education which widely dif- 
fers from the one usually provided at school. 


IV. AIMS OF THE BASIC CYCLE 


20. The main aim is to help each man and woman to take charge 
of his or her own life. For this, the person needs confi- 
dence built on competencies and on an introduction to the 
range of the main ways of human thinking, feeling and expres- 
sion, as well as some knowledge of his culture and of the so- 
cial, economic and political controls affectinq him (whether 
or not they seem to lie within his power to influence them). 


21. Regarding the latter kinds of knowledge: almost anywhere 
in the world people gain some knowledge of the culture 

and controls from their families, neighbours and perhaps from 
the media. They are much less likely to gain knowledge from 
these unprofessional sources of how to crack the codes of read- 
ing and writing, how to begin to use the language of mathemat- 
ics, or of how to think at even the simplest level, in a scien- 
tific manner. There are, additionally, two other major areas of 
thinking and feeling, aesthetics and ethics, 


which may be ac- 
cessible from the social group, 


but commonly in only very re- 
stricted or in prescriptive forms, 


22. These areas, applied to living in the world to which each 
person belongs, constitute the curriculum of the basic 
cycle. It includes a core of behaviour, 


knowledge, values and 
experiences to enable the individual to: 


develop his individual potentialities to the full; 
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in society through continued study 


actively participate 
he world of work and to the world of 


or introduction to t 
culture; 

be a productive, effective and happy citizen; 

continue his life-long education; 

devete a creative personal ity and critical mind so that 
e might, with understanding in co-operation with others 
contribute to the further development of a good human ios 
ciety for himself, his family and all other people of the 


world; 


achieve physical well-being and health. 


2 i 1 1 1 
3. What is studied in the basic cycle is rooted, in the 
cal experience. A person learns his 


first instance, in lo 
giving ex- 


nd gains in understanding by 


world at first hand ai 
The materials or oppor" 


pression to his thought and feelings. 


Fontes 
unities for basic study lie at hand. In language the basic 


peach and opportu- 
thoughts are à nec- 
tures by reading 
itten lan- 


Cycle i i 
ycle involves experience of good clear 5 


nities for the expression of the person's 
essary beginning, to be followed in most cl 
and writing of the mother tongue if this is a wr 
al work in a second lang 
y be basic. 


guage. Where it is not, oF uage fol- 


lowed by reading and writing in that tongue ma 


measuring of 
aver- 


ng; 


24 
. Mathematical thinking involves counti 
ork on sets, 


etc., and W 


distance, capacity, time, 
the person's own OS 


a 

ges, percentages, etc., all based on 
perience. 

n first-hand 
dy of local 


of the 


2 

5. Scientific work should similarly be based o! 
experiment and observation: the practical stu 
Plants, insects and animals and of the human body; 


s 
oil, weather, water and air. 
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26. Aesthetics includes a variety of forms of non-verbal ex- 

pression. Some aesthetic subjects (such as Western mu- 
sic) have a language: others call for appreciation as well as 
for the person's own efforts at expression. 


27. Some understanding of ethics can be gained by the experi- 
ence of reflecting upon what life (or school, or the vil- 

lage or town) offers: of discussing these opportunities; of 

making conscious choices between them and of accepting respon- 


sibility for the consequences. 


28. Persons in the basic cycle need to recognize that the out- 
come for them of the basic cycle is largely in their own 
hands: that their teachers are resources with whom to plan 


their progress. 


V. CONTENT, PRE-REQUISITES AND DURATION 


A. The content of the basic cycle of education 


29. The content of the basic cycle of education ralses a num- 
ber of related problems. 

30. One has to do with the definition of a content that would 
be common to various countries with widely differing con- 

ditions. There is little chance that any meeting could 

achieve that and in any case it is for each country to trans- 

late the aims of the basic cycle of education into content in 

the light of its own requirements and conditions. 
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31. Another group of problems concerns methodology. Before ask- 
ing oneself whether there can be common content for all 


those in the basic education cycle in a particular country, one 


must first ask whether there should be a common content. Another 


question is whether one should aim at defining the common con- 


tent of the basic cycle of education in terms other than those 
|f this were the case the 


of desirable behaviours and outcomes. 
able behav- 


only problem would be to translate alms into desir 
jours, outcomes, skills and competencies. 


32. Although a number of participants were of the opinion that 
t be defined specifically, some insisted 


the content could no 
d certain 


that a common content was most desirable and indicates 
conditions which would make it possible to have such a common 


content. 


33. One condition is that the cycle be short. It is easter to 
have a common core for a short cycle than for a long one. 
ater stage. An- 


Diversification and choice can be provided at a 1 
other condition appears to be Individualized learning which Is 
the basic cycle of 


necessary for the successful development of 
g levels and rates of 


education considering the different startin 


g requires special ma- 


Progress. However Individualized learnin 
terials and teachers adequately trained to practice it. 


hose who do not believe in the possi- 
favour of it appears 
given of a content. 
ion of à basic cycle 
in the traditional way 


ming a re^ 


34. The conflict between t 


bility of a common content and those in 
to be eased by the definition which can be 
There is complete agreement that the funct 
of education is not to transmit knowledge 


but to prepare the individual for life and for beco! 
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sponsible citizen. This implies the full development of poten- 
tialities and the well-rounded development of personality and 
ability to integrate in the social community where he lives. It 
also calls for the adequate acquisition of skills for worthwhile 
employment and the ability to Participate actively in society 
and to challenge and transform it. 


35. The development of desirable attitudes, fostering creativi- 
ty, in an education which is combined with culture then ap- 
pears necessary. Initiation to the world of work, life experi- 
ence, out-of-school activities of all kinds, cultural activi- 
ties of various types including the modern sicentific and tech- 
nological understanding of the world, are essential components 
for such an educational content. It is clear, for instance, 
that technology - not only as a subject of practical value but 
also as an educational experience which involves abstract pro- 
cesses capable of transfer to other fields - may play a forma- 
tive róle, as can sport. It also appears that initiation to the 
world of work can be useful not only from a vocational point of 
view but for better understanding of school and society. It 
seems desirable for subjects to be grouped according to the 
kinds of competence to be achieved or in an interdisciplinary 
manner to reflect the complexity of real-life situations. 


36. Emphasis should be placed not so much on the whole range of 
specific subjects as on those which develop the ability to 
learn, essential in the perspective of life-long education. For 
instance, such subjects as can be described as languages - ver- 
bal, mathematical, plastic and dynamic or physical - are of par- 
ticular value. It is also recognized that certain new subjects 


and approaches, such as modern mathematics, are less important 


= Hy 


as disciplines than from the point of view of the new type of 
ype 


relationship they create between the teacher and the student 


37. Bearing these considerations in mind it seems that some 
kind of agreement can be reached on a balanced content of 


traditional and new elements which should be covered by the 


basic cycle of education to meet the requirements of the nation- 


al community and to promote international understanding. Such 


contents should aim at achieving greater democratization and 
equality of opportunity in the perspective of life-long educa- 
tion, and place considerable emphasis on humanistic and cul- 


tural values. |t should develop communication skills starting 
with literacy and numeracy. It should provide the tools of ver- 


bal communication in the mother tongue and, where required, in 


other languages. 


38. Content should introduce the learner to the world of 
science and technology, and lay the foundation for the 
scientific understanding of the world, not only in a theoret- 
It should ini- 


hrough practical application. 


d of work, relate the individual t 
It should 


ical manner but t 
o the com- 


tiate to the worl 
e the notion of social service. 
ural and ethic- 


gh and for de- 


munity, and enhanc! 
develop aesthetic appreciation and promote cult 


sic cycle should educate throu 


al values. The ba 
the altruistic 


cision-making and responsibility and develop 
instinct which is inherent in the child. 


le of education 


B. Pre-requisites for a basic cyc 


39. Two kinds of considerations must be discussed in this 
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connexion. First the establishment of a basic cycle of edu- 
cation requires that to discharge its function certain provis- 
ions should be made and certain conditions should be met. Sec- 
ondly, the establishment of a basic cycle of education repre- 
sents a policy option which has implications for the rest of 


the system, 


40. The kind of education implied by the concept of a basic 

cycle, identified with specific aims and largely concerned 
with the creation of new attitudes, relies primarily on the 
teacher. However innovatively conceived, the basic cycle cannot 
be implemented without teachers who fully understand its aims 
and philosophy of education. Not only does it entail a quanti- 
tative expansion of the number of appropriately trained teach- 
ers, but also a new type of training which requires on behalf 
of the teachers the same kind of competencies which he or she 
seeks to develop in students. 


41. Teachers should be prepared to practice team work and to 

use an interdisciplinary approach; to be aware of the psy- 
chological development and characteristics of the students and 
to establish a new type of relationship with them; to use flex- 
ible methods and with the students to evaluate student pro- 
gress and the suitability and effectiveness of the learning 
programmes. The variety of educational problems encountered in 
the basic cycle of education requires different types of teach- 
ers capable of new kinds of interactions with students leading 
to guided individual learning. 


42. Teachers therefore appear an essential element to take into 
account in planning the programme of the basic cycle of edu- 
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cation, either formal or non-formal. Such planning is itself an 


essential prerequisite for success. 


53. Another requirement is the optimum use of material resources 
such as buildings and equipment and technical means avail- 


able within the educational system and the community. 


lh. The development of new materials required for the basic 
Cycle of education is essential and teachers should be pre- 
Pared to take part in the production and evaluation of such 
materials. 
45. The full use of human resources also appears necessary. It 
entails not only enlisting those who can play an education- 
al róle and the co-ordinating of all educational activities, 
but also actively involving the community and students in de- 
fining the purpose and functions of the basic cycle of educa- 


tion, in the light of its requirements and aspirations. 


i addition to the need for continuous evaluation already 
Mentioned, there is a need for an adequate programme of 


action research, including research in the fields of psycholo- 


erimentation in relatio 
s education- 


à n to 
SY and sociology testing, and exp 
the aims of the basic cycle of education and of it 
al objectives. This scientific approach must redol 


benefit of the individuals for whom the basic cycle o 


nd to the 
f educa“ 


tion is designed. 
i ] can 
7+ Maximum flexibility should ensure that any M ADS hig 
s 
Continue or complete the cycle at any 39°: The nee PS 
"as ; 
Prived and handicapped groups should be given special 
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48. In addition to all these requirements for the proper func- 

tioning of the basic cycle the implications of the concept 
for the whole system of education must be taken into account. 
Whereas in the more developed countries the notion of a basic 
cycle of education often coincides with that of compulsory 
schooling or in certain cases may mean a reduction of the dura- 
tion of primary, plus Junior or secondary education, in most of 
the developing countries, it tends to lengthen the duration of 
educational provision. It therefore requires policy choices 
which in all cases demand the best possible deployment of fi- 
nancial and physical resources and which may lead to difficult 
decisions. The following are some of the questions which arise 
In this respect. 

What immediate action can be taken to implement a basic 
cycle of education for all? 

If resources cannot permit the full cycle to be made avail- 
able universally, should it be shortened so that all may benefit 
to an extent? 

When there is a shor'tage of national resources how can the 
basic cycle be implemented using non-formal and part-time educa- 
tional facilities? 

What means should be taken so that the basic cycle of educa- 
tion can help those countries which have a problem of unemployed 


school-leavers to absorb in their economy the products of educa- 
tion? 


49. Therefore, the establishment of a basic cycle of education 
may well require the setting up of non-formal and part-time 
education programmes at the same level, or at a higher level 


both for general education or for pre-vocational and vocational 


education, and training for those not having received adequate 
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schoolin 
g as well as 
s for all groups of men and women suff 
uffering 


from hand n antages. 
caps and disacv g 


50. Th 
+ The place of th i 
icd see basic cycle of education should theref 
Pr Ads refore 
EWEEN ca whole educatio 
MM Aus n system and th - 
s which its existence may requi hi » X 
m re should be 


identifi in r ve 
ified in its perspecti 
a 


C. D 
* Duratio 
SELON: 


51. Whi 
» While an 
umber 1 
sic cycle of of experiments in the organization of ab 
of ed pe 
ucation have a duration of nine or ten years 


it is probably i i 

specifie » LE E A to define the cycle in terms of a 

to: aattona] = r Cycles vary considerably according 

CSE ies cota ons and the availability of resources. "tun 

ROW Panis aucun eRe tc provide a universal cycle of nine to 
is time. As indicated above, the basic cycle of 


Studie 
s should 
be i i 
esttalivarne-. 4 defined in terms of its ability to achieve 
» tod 
levelop certain competencies, values, behaviours 


and to t 
Provide certain skills 


ycle of educa- 


52, | 
* It has al 
ready been observed that the basic C 
ber of school 


tion i 
Is not 
a mere addition of a certain num 
roaches 


years 

to prim 

and methods i education of the formal type. By new app 
» iti 5 
s hoped to improve the efficiency of the educa" 


tion 
Provided 
and 
therefore reduce the time required to attain a 
y of 8 basic cycle of 


d with the practice 
he ability of each 


given 
educat 
education į ional objective. The efficienc 
s 
of ilie al to a large extent associate 
ized learning and therefore with t 


Stude 
nt tc 
proceed at his or her own pace. 
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53. Finally, if one assumes that the basic cycle of education 

may be concerned with the education of adults and youth 
as well as with that of children, one should take into account 
the fact that the speed of learning and the acquisition of 
skills and competencies varies considerably with the age of the 
learner. |t is obvious that adults with social, working or fami- 
ly experience do not need to be introduced to certain concepts 
or to acquire skills which they already command. A greater de- 
gree of motivation, which is to be found with adults, can ac- 
celerate their progress. Thus there can be no fixed duration 
for the basic cycle of education even less in view of the vary- 
ing nature of its content from country to country. Conversely 
one can assume that one of the characteristics of the basic 
cycle of education is to aim at improving the efficiency of the 
educational process. 


VI. CONCLUDING REMARKS 


5l. The present report does not claim to have fully explored all 


the possibilities, implications and problems which the basic 


cycle of education might entail. It is hoped that it may contri- 


bute to stimulate further discussion and study among the inter- 


national community of educators and policy-makers. 


Topics which require further investigation could well be: 


the rôle of pre-school 


education in relation to the basic 
cycle of education; 


teacher preparation in vi 


e ew of new approaches to the educa- 
tional process; 


the place of non-formal 


and part-time educati 
within the basic cycle; i A EEEIEE 


community involvement in the basic cycle; 
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the development of materials relevant to the basic cycle at 
various age levels; 

suitable buildings for the basic cycle of education; 
Implications of the basic cycle of education for the educa- 
tional systems as a whole. 


55. There are many other issues which could warrant reflec- 


tion and research. This report therefore should be 
viewed as a starting point for further developments concern- 


ing the basic cycle of education. 


APPENDIX D 


TOWARDS LIFELONG EDUCATION: 
SOME NEW DEVELOPMENTS MENTIONED IN THE REPORT 


cation, 


Examples have only been included when they reflect Past or pre- 
sent policy or Practice, Many new Plans are under discussion and 
have been mentioned in the report. These are not included in the 
list. Also omitted are the many valuable examples of diffusion 
activities instanced at the seminar 


No attempt has been made to Provide detailed information con- 


cerning any of these developments, This list is merely intended 


(1) 


(11) 


Qu) 
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NEW NATIONAL POLICIES INFLUENCED BY THE CONCEPT - 
LONG EDUCATION sper nae 


Indonesia“ 
The concept of lifelong education has been taken as a mas- 


ter concept in reorganising and reforming the Indonesian 


educational system and this is reflected in both the first 


and second five year development plans (1969-73 and 1974- 
78). Political decisions towards this end have been made 


within the presidential decree 34/1972 and the general 


guideline no. 15/74. 


Algeria" 
From the launching o 
the idea of lifelong education has gained increasing p 


ter concept guiding educational policies. It is 
ilosophies of the 


f the first four year plan (1970-73) 
ower 


as a mas 
closely in tune with the new socialist ph 
government. Already a comprehensive system of out-of- 
school training for adults and youth has been created of- 
ded opportunities parallel to and 


Already de~ 
anned together 


fering a variety of gra 
supplementary to the existing school system. 
centralisation in control of education is pl 
with progressive integration of current school and out-of- 
(One aspect of the reform, the Insti- 


school programmes. 
n the International Re- 


tutes of Technology, 
view of Education 20 (1974), 


is described i 
no. li. PP- 521-524). 


Tanzania 

Following the publication of the Arusha declaration ane 
President Nyerere's pamphlet "Education for Self Reliance 
in 1967, government education policy has firmly stressed 


(iv) 


(1) 
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the concepts of horizontal and vertical integration: the 
links between all forms of education and between the 
school and the community. This is reflected in education 
plans e.g. Second Five-Year Plan for Economic and Social 
Development 1969-75 and in curricula for formal and non- 
formal education. (See also Foster, P. & Sheffield, J.R. 
Education and Rural Development. pp. 261-277. 


Peru 

The Peruvian General Law on Education of 1972 provides 

for a radical reform of the aims and organisation of the 
national education system towards policies influenced by 
the master concept of lifelong education. Article 26 of 
the Law, Decree 19326 enacts that "The State will devel- 
op a policy of lifelong education ...'" and a new struc- 
ture of education into three levels, pre-primary, basic 
and higher, reflects this policy. (Described in Interna- 
tional Review of Education 20 (1974), no. 4. pp. 532-537). 


NEW AGENCIES TO COORDINATE AND ARTICULATE EDUCATIONAL 
EFFORT 


Algeria" 

The Centre National d'Enseignement Généralisé (C.N.E.G.) 
coordinates efforts to provide educational opportunities 
through correspondence, radio and television. It bridges 


both the formal and non-formal sector, conducts research 


as to needs and demand, prepares materials and disperses 


them for a wide variety of Purposes, for example: en- 
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riching school programmes, providing re-education and 
training for those who have dropped out of the system 


and retraining teachers of various types and grades. 


(11) Indonesia” 
The Office of Educational Development, 


tion and Culture has general responsibility fo 
coordinating 


Ministry of Educa- 
r coordinat- 
ing and undertaking research and evaluation, 
pilot projects, developing long, medium and short term 
educational plans. In the development phase it coordi- 

nates both formal and non-formal education and is re- 

sponsible for preparing curricula for both. Currently it 
is also seeking means to coordinate ot 
tional activities carried out by other ministries. 


her informal educa- 


(114). Kenya* 
A Board of Adult Education is set up under the Ministry 
of Cooperatives and Social Services to coordinate all 
national efforts by various agencies. (Cited in Coombs, P. H. 
New Paths to Learning, P. 46.) 
(1v) Uganda" 
re in Kampala 


riculum Development Cent 


o coordinate all currici 
formal education. 


metimes lacked suf- 
the Ministry of 
Insti- 
d other 


The National Cur 
has been set up t 
projects in both formal and non- 
ordinates agencies which hitherto so! 


ficient communication with each other: 
ther educational 
ion Council an 
t kinds of 


ulum development 
It com 


Education, the University and o 
tutions, the East African Examinat 
government ministries responsible for differen 
The compos 

s these interests. 


ition of the governing 


educational programmes. 
board of the centre reflect 


(v) 


(1) 


Qu) 


S re 


The role played by universities and institutes of Educa- 
tion, such as the Mauritius Institute of Education, as co- 
ordinating bodies was also stressed. 


TOWARDS INTEGRATION OF EDUCATIONAL EXPERIENCES IN SCHOOL 


Cameroon” 

Two Institutes of Rural Applied Pedagogy (Instituts de Pè- 
dagogie Appliquée 4 Vocation Rurale) have been opened one 
of which is in Yaounde and the other in Buea. These, to- 
gether with the National Institute of Education in Yaoun- 
de, are contributing towards reshaping curricula and 
teacher training towards rural community needs. (See 
Lallez, R. An Experiment in the Ruvalisation of Education: 
IPAR and the Cameroonian Reform; also report 


of seminar: ''The Reform of Primary Education in Cameroon", 


March 1973. Yaounde: Ministry of National Education.) 


Uganda" 


The Namutamba Rural Education Project is based on a 


teachers college and involves Sixteen primary schools 
near the town of Mityana fifty miles from Kampala. The 
project aims to provide a more relevant curricula for 
rural children, to strengthen working links between 


School and community and to establish the school as a 


centre for community education. A film on the project has 


been produced by the film unit Uganda Ministry of Infor- 


mation. (Also described in the seminar report Work-orten- 


ted Education in Africa. Bonn: German Foundation for In- 
ternational Development, 1972.) 
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(Qu) Ghana* 


(v) 


(v) 


(vi) 


Continuation schools have been established to give a voca- 


tional and practical bias to the elementary school curri- 


culum so that pupils can acquire skills which will prepare 


them for self-employment when necessary. 


Kenya" 


Various forms of educa 
rican countries with the common aim of 


tion and training for school leavers 


exist throughout Af 


transforming them into "job makers" rather than "job seek- 


ers". To this end village polytechnics aim to train youth 


areas to acquire skills to create jobs and meet 


in rural 
Often local craftsmen 


changes throughout their lifetimes. 
are used as part-time instructors. 
industrial education at primary level n 


at the Kenya Institute of Education lays a foundation for 
P. & Sheffield, J. R. Educa- 


p. 283-301.) 


The introduction of 
ow being developed 


these skills. (See Foster, 
tion and Rural Development . P 


Pakistan" 
As part of an Inte rated Rural Development Pro ramme aimed 
ocial 


ife together with the S 
population, centres (Mara- 


youth and adults alike 
ammes. 


at improving the quality of 1 


and economic status of the rural 
These serve 


kaz) have been set Up. 
ations for radio progr 


and also serve as listening st 


Tanzania" 
Ujaama schools in Ujaama villages are built to serve the 
"V. that 


whole community. President Nyerere believes; 
1 com- 
every school should also that the schoo 


be a farm; 1 
chers an 
munity should consist of Ss 


people who are bot 


(1) 


Q1) 


Qr) 
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farmers, and pupils and farmers". (Education for Self Re- 
liance.) See also Houghton, H. & Tregear, P. Community 
Schools in Developing Countries . A recent film "Community 
Schools in Tanzania" has been issued by UNICEF in coopera- 


tion with the Government of Tanzania. 


ALTERNATIVE EDUCATIONAL PATTERNS - INSTANCES OF FLEXIBILITY 
rag" 

Shortened forms of primary education (3 years) are being 
introduced to provide basic education for children between 
10 and 15 who have missed schooling. Special centres are 
planned for girls of 12 to 14 to teach literacy, numeracy 
and some vocational education part time over a two year 
period. 


Saudi Arabia* 

Ungraded elementary schools have been introduced to coun- 
ter the problem of drop outs and so enable the children 
to proceed in their studies according to the pace of the 
individual child. The children learn lessons in units 


and move on according to how effectively they have com- 
pleted each unit. 


Kuwait” 

Functional education centres have been set up serving dif- 
ferent groups of learners of different ages but with the 
common purpose of developing skills on the work they do 


and the life they lead. These centres also undertake 


av) 


(v) 


5. 


(1) 
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teaching of practical numeracy, practical science and 


citizenship. 


Brazil 

A growing variety of patterns and alternative paths to 
basic education are being offered through the 
adult education movement (MOBRAL) in conjunction with the 
educational broadcasting service (MINERVA) and supplement- 
The children, youth 
full or 


achiev 


ary services provided at state level. 
or adults are enabled through a variety of means, 
part time, to reach standards recognised as enabling them 


to go on learning formally or informally. 
Note also increasing provision of varied opportunities for 
recurrent education provided for adults as instanced in 
the list provided by Zambia* (pp. ). A similar list for 
Kenya” is included in Coombs, P.H. Mew Paths to Learning, 


pp. 103-106. 


USE OF MASS MEDIA 


Ivory Coast” 
Parallel with the use of educat elevision for all 
the para-tele teaching is or- 


lence education in addi- 
educate and reanimate 


ional t 


children in the basic cycle, 
ganised. This involves correspond! 


tion to television and serves to re 
those who in the conventional terminology would have been 
"Idrop outs". 


classed as "failures" or 


(11) 


(111) 


(v) 
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Pakistan" 

The new People's Open University at Islamabad will offer 
courses in general education aimed principally towards 
learners who have had about ten years formal schooling. 
but its programme will extend far wider. Courses in func- 
tional education for farmers, industrial workers and 
craftsmen are planned. A variety of media: radio, tele- 
vision and correspondence, will be employed and a vari- 
ety of places used as study centres including educational 
institutions, the |.R.D.P. centres and other suitable 


places. Even illiterates are expected to profit from cer- 
tain of the programmes. 


peA 
Mauritius 


In common with a number of other countries represented, 
Mauritius has recently begun to exploit further the po- 
tentialities of the mass media to enrich formal education 
and provide alternative paths to it. The Mauritius Col- 


lege of the Air was established in 1971 as part of the 


International Extension College, has grown rapidly and is 


now fully administered by the government. It offers 
courses at economy level, Programmes for teachers to- 
gether with vocational courses of various kinds. 


Dominican Republic 
Radio Santa Maria is based in La Vega. 


It makes use of 
multi-media techniques (radio, 


Work-sheets and face-to- 
face contact with locally recruited monitor teachers) for 


reaching rural audiences throughout the country. It is 
non-governmental and church-linked, making considerable 
use of local volunteers, Originally initiated in 1964 as 


(v) 


(1) 


(it) 
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a four grade functional literacy course it was expanded 
in 1973 to an eight grade course with formal school equiv- 


alence. (Described in Unesco Institute of Education News- 


letter No. 3, January 1975, and to be subject of an Insti- 


tute case study.) 


Saudi Arabia" 
A children's magazine is produced to provide supplementary 


informal educational material for children and youth. Sim- 


ilar projects exist in other countries represented includ- 


where the Commission for Technical Education 


ing Zambia* 
gazine 


and Vocational Training produces the children's ma 


Orbit. 


TOWARDS A MORE FLEXIBLE SYSTEM OF EVALUATION 


Ghana* 
Tests of reading ability are bi 
Curriculum Research and Develo} 


Plans exist to launch a programme for 
ents are intended for us 


dividual achievement. 


eing developed through the 
pment Division in Accra. 
developing tests 
of numeracy. These instrum e by 


teachers to determine levels of in 

They thus promote awareness of the fact that individuals 

progress at different speeds. Such tests may be used for 
of educa- 


learners of different ages and in a variety 


tional situations. 


power of central- 


Other instances were cited where the 
ised examinations had been reduced (Indonesia), vhere sys- 
ifi i here 
tems of assessment had been modi fied (Tanzania) and wher 
n supplemented 


assessment by examination had peel 


7. 


(1) 


qu 
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by use of individual records leading to increasingly flex- 
ible movement of learners between grades in the basic 
cycle. 


TEACHER EDUCATION - SOME NEW APPROACHES 


Senegal* 

Regional Teachers Colleges (Ecoles normales régionales) 
offer a four year course the last year of which is very 
strongly orientated towards practical teaching (more 
than half students' time is in the classroom). Emphasis 
throughout training is on knowledge and skills which 
contribute towards lifelong learning. A strong emphasis 
is placed on the role of the teacher in rural develop- 
ment and techniques for teaching both children and 
adults are imparted. Students spend a month heiping with 
social or economic projects in local communities. 


Kenya% 


Teachers Advisory Centres are being set up throughout the 


country. They offer a base for in-service courses at 


local level, but also a centre where teachers can go, !^^ 


formally, and at times Convenient to themselves to seek 


advice, discuss problems or make themselves aware of new 


materials available in their fields. 


(111) Nigeria 


The Institute of Education Ahmadu Bello University oper” 
ates new flexible programmes of sandwich courses for ini^ 


tial training of teachers and teacher educators, at under- 


(V) 


(v) 


a) 


-NIS53- 


graduate and postgraduate level. These are largely for 
mature men and women already teaching in the system often 
without any professional qualification. They attend train- 
ing during holiday time and are supervised during their 


regular teaching. 


Lebanon, Jordan 

A number of countries in the Middle East have operated at 
various times, systems of initial training of teachers 
through a combination of radio, corresponde.ice and face- 
In this way teachers can obtain train- 


to-face teaching. 
p their abil- 


ing in-service and at the same time develo| 
ities for further self-improvement. The prototype for 
these schemes, now very widespread, was launched by the 


UNRWA/UNESCO Institute of Education in Beirut in 1964, 
"In-Service Teacher Training by UNRWA/ 
and Jordan. Teacher Edu- 


124-133. 


(See Harrison, K. 
UNESCO in Lebanon, Gaza, Syria 
cation in New Countries 8, no. 2, pP: 


planned in-service education programmes 


Other examples or 
were instanced e.g. from 


often using a vari 
Afghanistan", Zambia", 


ety of media, 
Uganda". 


SOME RESEARCH PROGRAMEES AND PROJECTS 


At the Unesco Institute for Education, Hambur: 
Since 1972 the UIE has devoted its research activities to 
arning. Various concep- 


lifelong education and school le 
perational studies hav 


e been completed, or are 


tual and o 


in progress. These include: 


(1) 


Or) 
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(1) An exploratory study on the concept characteristics 
of lifelong education (see Appendix A) and their 
implications for school curriculum. 


(2) An inter-disciplinary study on the foundations of 
lifelong education incorporating psychology, soci- 


ology, philosophy, anthropology, ecology, history 
and economics. 


(3) Two studies on evaluation: one aimed at developing 
criteria, procedures and instruments for evaluat- 
ing existing curricula in collaboration with re- 
search institutions in Japan, Romania and Sweden; 
the other on developing a framework for pupil eval- 
uation in the perspective of lifelong education. 


A study on the initial preparation of teachers 
aimed at the development of theoretical and practi- 
cal components of college curricula and undertaken 
in cooperation with the institutions from Austral- 
ia, Federal Republic of Germany, Hungary, India and 
Singapore, 

(5) Two series of case-studies: 

reforms (e.g. Peru) 

ific educational pra 
Dominican Republic), 


one analysing national 
and the other evaluating spec- 
ctices (e.g. Radio Santa Maria, 


African Bureau of Educational Sciences 
ational Sciences 


This body was founded at the last congress of the 


I.A.A.E.R. in Paris in September 1973. It is based on the 
National University of Zaire, Kisangani. It aims to co- 


ordinate and diffuse educational research throughout Afri- 
ca and as such has a powerful role to play in the essen- 
tial task of laying a foundation of sound knowledge on 
which to base new approaches and structures. 


In South East Asia (INNOTECH) 
The Regional Centre for Educational 
nology was given the responsibil 
solutions to the problem of how, 


Innovation and Tech- 
ity by SEAMEO to seek 
in the face of decisions 
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to move rapidly towards mass primary education, alternative 
strategies could be found which provide quality primary 
education at significantly reduced per-pupil costs. 
Approaches being explored include (i) the deriving of 
"life skills" objectives so that the curriculum can be 
pared down to what is most relevant and essential, 
(ii) Project IMPACT, designed to minimise the use of formal 
classrooms and modify the teacher's role towards managing 
the self-instruction of a large number of children with 
the assistance of community members, parents and peer tu- 
tors. Indonesia* cooperated fully in Project IMPACT. 
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